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ABSTRACT 
The primary purpose of this short-term study was to examine pre-service 
classroom teachers ' intentions to integrate music in their future classrooms. Using the 
theory of planned behavior (Fishbein & Ajzen, 2010) as a framework, and embedded, 
multiple-case study design, I developed case studies of six pre-service classroom teachers 
enrolled in a music methods class. I identified changes in their perceptions of music 
integration, changes in their attitudes toward music integration, changes in their 
perceptions of subjective norms, and changes in their perceived behavioral control over 
music integration. Results indicated that participation in an elementary music methods 
course with an initial focus on the development of musical skills and a later focus on 
music integration might have influenced such changes. Following the theory of planned 
behavior, the results of this study suggest that participants are more likely to integrate 
music in their future classrooms after participating in the methods course. All 
participants expressed confidence in teaching lessons they had created, regardless of their 
overall confidence to integrate music. Participants' confidence in their ability to integrate 
music and their actual ability to integrate music did not always align. Influential course 
lV 
components included an initial emphasis on the joy of music making followed by a focus 
on music integration, valuable course assignments, an informed and experienced course 
instructor, and successful course activities, including participation in model lessons, peer 
teaching, and reflection. Implications for music education include possible revisions to 
current curricular models at the teacher education level, a call for active participation and 
engagement in musical activities during methods courses, and a call for increased 
collaboration between teachers of different subjects. 
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Chapter 1: Background, Problem, Purpose, and Questions 
Self-expression and creative thinking have been and continue to be vital in 
American society. Deasy (2008) clarified the significance of these ideas: 
Imagination,. innovation and creativity have been the foundation that catapulted 
the United States into a world leadership role, not only in the realm of economics, 
but by offering the world a unique model of democracy, one capable at its best of 
embracing a diversity of peoples in forging a vibrant society. Our leadership is 
threatened to the extent we do not revitalize and sustain these capacities in 
ourselves and in the students we teach. (Section 2) 
Others have noted the importance and value of self-expression and creative 
thinking, particularly in the context of arts education. 
In public education in the United States, a scholar who emphasized the value of 
arts education and its role in self-expression and creativity was John Dewey. He 
emphasized learning as an engaged, reflective process instead of one that relied on rote 
memorization of facts: 
There is no such thing as educational value in the abstract. The notion that some 
subjects and methods and that acquaintance with certain facts and truths possess 
educational value in and of themselves is the reason why traditional education 
reduced the material of education so largely to a diet of predigested materials. 
(Dewey, 1938, pp. 46-47) 
While scholars such as Dewey have promoted engaged learning and reflection, these 
ideas have also been prevalent among more contemporary advocates. 
The importance of fostering self-expression and creative thinking in school 
settings has been the focus of many recent studies. Fairfield (2010) explored elementary 
general music teachers ' perceptions of creative thinking related to the elementary general 
music curriculum. The extent to which elementary general music teachers designed and 
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facilitated creative thinking activities for their students was also examined. Fairfield 
indicated that 94.8% of participants identified creative thinking as an essential outcome 
for elementary music programs; however, 71.7% of participants reported difficulty in 
generating and carrying out creative thinking activities. Baer and Kaufman (20 12) noted 
benefits for students and teachers when specific components of divergent thinking, such 
as fluency, flexibility, originality, and elaboration, were emphasized in schools. 
Additionally, Howard Gardner (2006) stressed the value of divergent thinking for 
students when he encouraged parents and teachers to "make sure that. . . children pursue 
hobbies or activities that do not feature a single right answer" (p. 86). Researchers such 
as Dondlinger and Wilson (2012), as well as Vanada (2010) expanded these ideas, 
indicating that creative thought was essential to students' engagement with large, over-
arching problems and active involvement with real world challenges. Through creative 
self-expression students have been given opportunity to "reveal their individuality, their 
knowledge, their competence, their feelings and beliefs, [and] their potential" (Deasy, 
2008, section 5). 
In spite of apparently strong feelings about the importance of creative thought, 
there has been growing concern regarding students ' readiness to function in an 
increasingly complex world. In May 2011 , the President's Committee on the Arts and 
Humanities (PCAH) asserted that current high school graduates are often the "products of 
narrowed curricula, lacking the creative and critical thinking skills needed for success in 
post-secondary education and the workforce" (PCAH, 2011, p. 7). At least in part a 
response to this situation, the Partnership for 21st Century Skills (P21) Framework for 
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21st Century Readiness called for an emphasis on critical thinking, problem solving, 
communication, collaboration, creativity, and innovation, acknowledging that "the arts 
are among society's most compelling and effective paths for developing 21st Century 
Skills" (Partnership for 21st Century Skills [P21], 2011, p. 5). 
Education reform and advocacy organizations including the Arts Education 
Partnership, the National Association for Music Education, the President's Committee on 
the Arts and the Humanities, the Education Commission of the States, and the National 
Association of State Boards of Education have offered recommendations for establishing 
school-wide arts initiatives, integrating arts throughout the entire school day, and 
allocating appropriate time and resources to the arts (Bresler, 2002). In 2010, the United 
States Conference of Mayors (USCM), representing over 1200 American mayors, urged 
school districts to maximize the use of federal education funds and state funds to provide 
"high-quality arts instruction and to integrate the arts into other core subjects" (USCM, 
2010, p. 148). 
Arts integration is commonly defined as learning activity in which students 
"construct and demonstrate understanding tlu·ough an art form. Students engage in a 
creative process which connects an art form and another subject area and meets evolving 
objectives in both" (Kennedy Center ArtsEdge, n.d.). The term music integration refers 
to a specific subcategory of arts integration, and can be defmed in several ways. It is 
loosely defined as teaching through and with music, thus creating relationships between 
music and other curricular subjects (Burnaford, 2007). In the context of this study, music 
integration is an approach to teaching that, rather viewing music as an isolated activity, 
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embeds music into daily classroom practice (Kennedy Center Artsedge, n.d.) Implicit in 
this understanding of music integration is that there should be shared responsibility 
between music educators and classroom teachers for the planning of student goals and 
objectives in integrated lessons (Berke, 2000). The term interdisciplinary has also been 
prevalent in existing research. Bresler (1995) categorized the term interdisciplinary as 
one "of the ways that the term integration is used in educational circles" (para. 2), noting 
that it often implied the maintenance of traditional subject boundaries while aligning 
content and concepts from one discipline with those of another. Because previous 
research has used these terms interchangeably, they are both utilized in the current study. 
Despite the many calls for music integration in elementary classrooms and the 
emphasis on the crucial function of elementary music education, the current state of 
music in elementary schools appears to vary widely. Many elementary schools continue 
to marginalize music education and consider it a lower priority subject (Abril & Gault, 
2006; PCAH, 2011). The National Assessment ofEducational Progress (1997) reported 
that while 93% of U.S. schools delivered music instruction of some sort, only 2% of such 
schools considered music to be a priority or special focus. Similarly, the National Center 
for Education Statistics (2011) reported that 94% ofU.S. public elementary schools 
offered instruction that was designated specifically for music; however, in cases where a 
strong music program existed, it was most likely only taught by a specialist in a self-
contained music classroom, without additional music integration by classroom teachers 
(Berke & Colwell, 2004). On a positive note, according to the National Center for 
Education Statistics 2010 report titled "Arts Survey ofElementary School Classroom 
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Teachers," 88% of elementary classroom teachers indicated that they included arts 
instruction in some aspect of their classroom instruction during the 2009-2010 school 
year and among those teachers, 92% incorporated music instruction in other subject 
areas. Unfortunately, there was no meaningful measure of the amount of time or quality 
of any integrated experiences. Teachers' self-perception of their instructional time might 
have been different than the actual instructional time, had it been measured objectively. 
It is important to note the vital role played by music educators in teaching and 
learning of music fundamentals, proper techniques, and repertoire choice, among other 
crucial elements. The Music Educators National Conference (MENC) (1997), currently 
known as the National Association for Music Education (NAfME), asserted there were 
aspects of music education that could only be effectively taught in the context of music 
classes. Best (1995) noted that without trained music educators, students would not learn 
music skills and concepts through a comprehensive, sequential, developmentally 
appropriate curriculum. Nevertheless, the role of classroom teachers in music education 
should not be discounted. Although MENC (1997) argued that the contributions of 
classroom teachers could not substitute for a music program taught primarily by certified, 
qualified teachers, the organization acknowledged the efforts of classroom teachers 
should serve to complement the music instruction delivered by the music specialist. 
Specialists possess the expertise and pedagogical knowledge to teach musical skills and 
content, and classroom teachers "have the unique opportunity to make music a part of the 
daily life ofthe students and to integrate music into the total curriculum" (MENC, 
1994b). Barrett and Rasmussen (1996) stated that although many pre-service classroom 
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teachers would not assume primary responsibility for music instruction, their potential for 
influence on music programs was significant through their support as fellow teachers and 
the meaningful integration of music with other areas ofthe curriculum (p. 78). 
The Research Problem 
But how does a classroom teacher become prepared to integrate music into the 
curriculum and make it a part of the daily life of the school and students? Historically, in 
the United States, the preparation of elementary educators to teach music included a 
course in music fundamentals followed by a separate music methods course (Berke & 
Colwell, 2004; Gauthier & McCrary, 1999; Propst, 2003; Saunders & Baker, 1991). 
Music fundamentals courses typically promoted the development or enhancement of 
students' skills in creating, performing, and evaluating music, and such courses 
functioned as preparation for a later methods course. The methods courses then built on 
students' developing musical skills and focused on music teaching strategies. It is now 
more common for elementary education majors to explore music content and teaching 
strategies within a single, required music methods course during their undergraduate 
career (Gauthier and McCrary, 1999; Vannatta-Hall, 2010). 
Saunders & Baker (1991) noted that music methods courses were "based on the 
assumption that the students [would] use the course content when they become classroom 
teachers" (p. 248). To the contrary, Barry (1992) argued, "Teachers can be trained in 
recommended teaching behaviors, but they do not necessarily use that training unless it is 
consistent with their thoughts and beliefs" (p. 17). Barry suggested that attitudes were 
similar to beliefs, and: 
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A teacher with negative attitudes about music or with little confidence in his or 
her ability to teach music effectively will not provide students with the same 
number and quality of music experiences as a teacher with positive attitudes and 
greater self-confidence. (p. 17) 
Other researchers, too, have inquired about classroom teachers ' attitudes toward and 
confidence to teach music. Della Pietra, Bidner, and Devaney (2010) investigated pre-
service elementary teachers' attitudes toward academic and social benefits of music, 
inclusion of music in the curriculum, and comfort in leading music in the classroom 
resulting from enrollment in two music fundamentals courses. All results were positive. 
Jeanneret (1997) found that a music fundamentals course improved pre-service teachers 
attitudes toward teaching music; however, those pre-service teachers who had negative 
experiences with music prior to college were less confident than those who had more 
positive experiences with music. Hennessy (2000) found that all pre-service classroom 
teachers enrolled in her study "declared that music was the subject in which they had 
least confidence" (p. 188). Even those who had begun instrument lessons in the primary 
grades had stopped playing by the time they reached the secondary grades, and all had an 
"elitist image" of music (p. 191 ). Pre-service generalist teachers had greatest success in 
recreating model lessons, especially those that they could adapt to "their own level of 
skill" (p. 192). Further, support from the professor and from peers was important and 
helped increase not only confidence, but also positive attitude toward teaching music (p. 
193). Vannatta-Hall (2010) employed Bandura' s model of self-efficacy (1997) to 
investigate the impact of a music methods course on pre-service early childhood teachers ' 
confidence and competence to teach music. The researcher found a significant overall 
increase in confidence, and also found that, considering Bandura's four sources of self-
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efficacy, enactive mastery experience (opportunities for peer teaching and practicum 
teaching) was the most influential source. 
So, it appears from this research that pre-service classroom teachers' prior 
experiences with music, their attitudes and beliefs about music, and their self-efficacy 
beliefs are important facets of their confidence and competence to incorporate music into 
their classrooms. The theory of planned behavior (Ajzen, 1991; Fishbein & Ajzen, 2010) 
was designed to predict and explain human behavior in specific contexts, and accounts 
for attitudes and beliefs, as well as self-efficacy beliefs (labeled perceived behavioral 
control in the context of the theory of planned behavior) as well as perceived normative 
pressure, all of which might influence an individual's intentions to engaged in any 
behavior. Within the theory, intentions act as proxy for actual behavior. 
Fishbein and Ajzen (20 1 0) defmed the construct of attitude as the tendency of an 
individual to respond with some degree of favorableness or unfavorableness to an object, 
concept, or behavior (p. 76). Perceived subjective norms (also called perceived norms or 
subjective norms) are the second construct ofthe theory of planned behavior. Perceived 
subjective norms are defined as the perceived social pressure to perform (or not perform) 
a given behavior based on an individual's perception that important others prescribe, 
desire, or expect the performance or nonperformance of a specific behavior, along with 
perceptions that important others are themselves performing or not performing the 
behavior (Fishbein & Ajzen, 2010, p. 130). Finally, the construct of perceived behavioral 
control represents an individual's perceptions of the degree to which they are capable of, 
or have control over, performing a given behavior (Fishbein & Ajzen, 2010, p. 64). 
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The three primary constructs are influenced by antecedent beliefs, which guide 
individuals' decisions to perform or not perform a given behavior. First, behavioral 
beliefs, an individual' s considerations regarding a behavior's likely consequences, are 
assumed to determine individual's attitudes toward personally performing the behavior 
(p. 398). Next, injunctive normative beliefs, an individual's perception that important 
people in their lives would approve or disapprove of their performing the behavior, and 
descriptive normative beliefs, an individual's perception that important people in their 
lives themselves perform or do not perform the given behavior work together to produce 
a perceived norm (p. 130). Finally, control beliefs, an individual's beliefs about 
"personal and environmental factors that can help or impede their attempts to carry out 
the behavior" (p. 21 ), result in a sense of high or low perceived behavioral control 
regarding the behavior. Together, an individual' s attitude toward the behavior, perceived 
norms, and perception of behavioral control lead to the formation of behavioral intention. 
When an intention is strong, it is more likely that the behavior will be carried out 
(Fishbein & Ajzen, 2010, p. 21). Further, only when the individual has control over his 
or her performance of the behavior can intention accurately predict behavior. Actual 
behavioral control, an individual's skills, abilities, and the individual's access to 
appropriate resources, moderate the effect of intentions on behavior. Figure 1 presents 
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the interaction of beliefs on intention, and ultimately on behavior. 
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Figure I . Visual representation of the Theory of Planned Behavior 
Other studies in teacher education have utilized the theory of planned behavior as 
a framework including Lumpe, Haney, and Czerniak (1998) who examined the factors 
influencing K-12 teachers' intentions to use cooperative learning in their science 
instruction. Beck, Czerniak and Lumpe (2000) employed the theory of planned behavior 
in an exploratory study to predict science teachers ' intention to incorporate 
constructivism. Sugar, Crawley, and Fine (2005) sought to understand teachers ' beliefs 
about adoption of new technology in their classrooms, and employed the theory of 
planned behavior as a framework. Cullen and Greene (20 11) employed the theory of 
planned behavior, along with self-determination theory to examine pre-service teachers' 
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motivation to integrate technology in their future teaching. From these studies conducted 
with pre-service and in-service teachers, it is reasonable to infer that attitudes toward 
music integration, perceived norms, and perceptions of control might produce an 
intention to engage (or not engage) in music integration, and this intention would be 
carried out to the extent that the person actually has control over the integration of music 
in their future classrooms. Thus, the theory of planned behavior forms an appropriate 
framework for the current study. 
Theoretical constructs identify commonalities in experiences and occurrences, 
allowing us to make predictions and control phenomena (Creswell, 2003; Gall, Gall, & 
Borg, 2007). Theoretical frameworks also might influence research questions, methods 
of data analysis, such as development of codes and themes, and the manner in which the 
results are disseminated (Miles & Huberman, 1994). In the current study, the constructs 
of attitude toward the behavior, perception of subjective norms, and perceived behavioral 
control influenced research questions and embedded units of analysis. 
Along with the theory of planned behavior, Wiggins (200 1) levels of integration 
were incorporated into the theoretical framework for this study. Although the levels were 
intended to be more empirical than theoretical, Wiggins referred to each level as a 
connection, "the emphasis being on how the disciplines are connected and the resulting 
relationship that is created in the learner's mind" (p. 42). Level 1 was intended to 
represent learning when one discipline served the other as a tool for memorization, such 
as the alphabet song. Level 2 represented topical connections, where one discipline 
enriched the other. Thematic connections were represented in Level 3, normally in the 
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form of thematic units, such as a unit on holiday celebrations that might integrate history, 
culture, and music. Level4 was intended to represent conceptual connections that 
transcended disciplines, such as tension and resolution, which appears in both literature 
and music. Finally, Level 5 was intended to represent process connections, such as 
creating and listening, which apply to several disciplines. 
Research Purpose and Questions 
The primary purpose of this study was to examine pre-service elementary teachers' 
intentions to integrate music in their future classrooms. I was particularly interested in 
changes related to intentions to integrate music that might have occurred while pre-
service teachers were enrolled in a music methods course. This study was guided by the 
following research questions: 
1. What specific components of an elementary music methods class for non-
music majors did participants identify as influencing their intentions to 
integrate music in their future classrooms? 
2. Considering Wiggins's levels of integration (2001) as a means for 
classification, to what extent do perceptions of music integration change 
during the course of the semester long music methods course? 
3. Considering the theory of planned behavior as a framework, how do 
participants' attitudes toward music and music integration change during the 
semester-long music methods course? 
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4. Considering the theory of planned behavior as a framework, how do 
participants ' perceptions of subjective norms related to music integration 
change during the semester-long music methods course? 
5. Considering the theory of planned behavior as a framework, how do 
participants' perceptions of behavioral control over implementing music 
integration change during the semester-long music methods course? 
Organization of the Dissertation 
This study is presented in six chapters. Chapter 1 includes the background and 
context, research problem, rationale, definition of theoretical framework, purpose, and 
research questions. Chapter 2 includes a review of literature covering three broad areas 
of music integration, teacher education, and the theory of planned behavior. In Chapter 
3, I present the rationale for an embedded, multiple-case study design, and describe the 
site location, participants, data generation, and data analysis procedures. An overview of 
the course structure and activities is presented in Chapter 4, and individual case studies 
are presented in Chapter 5. Finally in Chapter 6, I present a cross-case analysis, render 
conclusions, and discuss implications for practice and recommendations for further 
research. 
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Chapter 2: Review of Literature 
The literature review for this study is arranged in three distinct sections. The first 
section is a review of research related to music integration, the second section contains a 
review of research regarding teacher education programs as they relate to music 
integration, and the final section is a review of research related to the measurement of the 
three constructs of the theory of planned behavior, attitude, social norm, and perceived 
behavioral control, and the role of the three constructs as predictors of pre-service 
teachers' intentions to integrate music in their future classrooms. 
Music Integration 
Several researchers have investigated methods for teaching integrated lessons 
(Banks & Banks, 2006; Bresler, 1995; Fogarty, 1991; Mark & Gary, 2007; Rosenbloom, 
2004; Snyder, 2001; Wiggins, 2001). Snyder (2001) noted that the scope of 
interdisciplinary and integrative curricular models was "rich, varied, and open to 
explorations large and small" (p. 39). In general, each researcher strove to categorize and 
describe the wide range of activities that were regularly labeled as music integration. 
Rosenbloom (2004) identified three philosophies of interdisciplinary learning while 
Banks and Banks (2006) created a four-level model to explain how integration can occur 
within a curriculum. Bresler (1995) described four integrative styles and Fogarty (1991) 
described ten levels of curricula integration. The Consortium of National Arts Education 
Associations (2002) described three models: (a) parallel instruction, when two teachers 
with students in common synchronized their instruction; (b) cross-disciplinary 
instruction, when common themes, concepts, or problems were featured in two or more 
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subject areas; and (c) infusion, when "strong relationships between complementary 
subjects" (p. 9) were the focus. 
In every case, categories of integration ranged from what Bresler (1995) described 
as the subservient approach, in which music served other disciplines, to what Bresler 
described as the co-equal, cognitive integration style, in which higher-order cognitive 
skills, aesthetic qualities, and specific knowledge and skills from multiple disciplines 
were used to mutually enhance each other. Also common among research results were 
that the lower levels of integration were those most commonly encountered in schools, 
and that the upper levels represented a "vision of what integration should be" (Wiggins, 
2001 , p. 42). 
Wiggins ' s (200 1) five levels of curricular integration were developed in response 
to Bresler' s approaches. Wiggins described Level 1 connections as situations in which 
"one discipline serves the other by providing a vehicle through which facts or 
information can more efficiently be learned and remembered" (p. 42). This type of 
integration might involve students singing a song to memorize the presidents of the 
United States in chronological order or learning the capitols of the United States. A 
Level 1 approach typically did not focus on the teaching of skills and concepts in the 
disciplines involved. Music often served as a tool to enhance academic content in this 
type of integrated learning. 
Level2 connections "occur when one subject area serves to clarify or enrich 
another" (Wiggins, 2001 , p. 42). Although the idea of enrichment might sound positive, 
these connections were often shallow. For example, listening to songs about the water 
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cycle in science class may enrich the study of meteorology, but did not necessarily 
increase the students' understanding of music. Again, music served as a mechanism to 
facilitate academic learning in this interdisciplinary scenario. 
Level 3 was characterized by "thematic or content connections [that] typically 
take the form of integrated thematic units" (Wiggins, 2001 , p. 42). Depending on the 
theme chosen for integration, the connections might be authentic or trivial. For example, 
a school-wide focus on the Harlem Renaissance might offer students the opportunity to 
make authentic content connections by placing a particular musical genre in a historical 
context. In contrast, a school-wide focus on butterflies as a unifying theme might result 
in superficial connections at best. 
In Level4 connections, concepts were the focus. The concepts addressed were 
broad, over-arching ideas that extended beyond curricular boundaries. These big ideas 
could be explored using the skills and knowledge specific to each discipline. For 
instance, a concept such as repetition was relevant to many disciplines. Repetition could 
be authentically studied in curricular areas such as history, literature, and science, as well 
as music. Students could "use their understanding in one discipline to make sense of an 
unfamiliar, but similar construct in another discipline" (Wiggins, 2001 , p. 43). 
Finally, in Level 5 connections, process was the focus. The processes students 
used when engaging with the subject matter "are common to the various disciplines, and 
being aware of how they function in one discipline can enhance students' understanding 
of how they function in another" (Wiggins, 2001 , p. 43). For example, the processes of 
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reading and writing helped students to develop skills in both verbal literacy and music 
literacy. 
Even within this model there can be room for disagreement about the hierarchy of 
the given levels. For example, although most would agree with Wiggins (2001) that 
lessons focusing on common concepts (Level 4) and lessons focusing on common 
processes (Level 5) represent constructive interdisciplinary approaches (Bresler, 1995; 
Fogarty, 1991; Snyder, 2001), some might claim that Wiggins's classification was out of 
order, arguing that interdisciplinary lessons exploring a common concept should rank 
higher than lessons incorporating a common process (Barrett, McCoy, & Veblen, 1997; 
Bresler, 1995; Fogarty, 1991). It might be that lessons exploring a common concept have 
a greater chance of achieving integration than those incorporating a common process. 
For instance, an interdisciplinary lesson could, in principle, incorporate the process of 
reading by having students read Dante's Inferno in literature class. Later, those same 
students could read a Sousa march during band. Merely using a common process such as 
reading does not guarantee that integration will occur. The challenge for all teachers 
involved in the integration process would be to employ interdisciplinary methods that do 
not compromise the integrity of either discipline (Barrett et al., 1997) while making 
meaningful connections that allow them to synthesize across disciplines. 
Educators interested in developing an integrated curriculum must determine 
"which subjects lend themselves to this endeavor and how those subjects might be most 
advantageously combined" (Ellis & Fouts, 2001 , p. 22). Certain subjects might be 
logical choices for integrated learning. Many inter-arts projects have been successful, in 
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part because of similarities between their elements and the complementary approaches 
they employed (Aaron, 1994; Abeles, Hafeli, Horowitz, & Burton, 2002; Barrett et al., 
1997; Valenti, 2000; Wiggins & Wiggins, 1997; Young, Bancroft, & Sanderson, 1993). 
Cultural and historical connections were common in interdisciplinary curriculum designs 
involving music (Barrett et al., 1997; Brugar, 2012; Carolin, 2006; Morin, 2003; Nielsen, 
2001; Rosenbloom, 2004; Taylor, 2008), as were literary connections (Calogero, 2002; 
Grant, Hutchison, Hornsby, & Brooke, 2008; Hansen & Bernstorf, 2002; Hixson, 2007; 
Lyons, 2008). No matter which subjects were being combined, the challenge for teachers 
would be to address the expected and actual results of the integration, asking themselves 
how student learning might be affected and if students would be better served with 
disciplines in combination or in isolation. 
Benefits of the interdisciplinary approach. Among the claims for the benefits 
of interdisciplinary education was that combining subjects might produce superior 
academic results; however, evidence supporting that claim has been mixed (Braumeuther, 
2010; Cosenza, 2005; Cox & Stephens, 2006; Eisner, 1998; Hixson, 2007; Kelstrom, 
1998; Lyons, 2008; Venzen, 2011; Werner, 2001; Wright, 2007; Yorke-Viney, 2007). 
Jorgensen (1995) gave an account ofthe National Commission on Music Education's 
report, Growing Up Complete. While the Commission seemed to imply that 
interdisciplinary approaches including music benefitted students academically, others, 
including Jorgensen, provide a cautionary note, stating "much of the evidence for these 
assertions is informal, the concepts themselves are rather nebulous" (p. 35), and 
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improvements in students' performance might be related to other factors because 
associations were not causal. 
Many educators have argued that studying music helps students become better 
thinkers, and on that basis, they are adamant about music's inclusion in interdisciplinary 
lessons (Abeles et al., 2002; Barrett et al., 1997). This might, in part, reflect a belief that 
music learning was essentially holistic in nature; students are led to experience music as 
"inextricably interwoven" with all of life (Jorgensen, 2002, p. 40). Teachers focused on 
the "critical, overarching feature of learning: the ability of all humans to extract and 
create meaningful patterns and eventually use them to understand links between ideas" 
(Snyder, 2001 , p. 32). As a result, students might have begun to grasp the 
interconnectedness of musical knowledge and the knowledge of other subjects. 
The fundamental importance of interdisciplinary learning can be seen in the 
standards of several disciplines. The current National Standards for Music Education 
contain two versions of this idea: "Understanding relationships between music, the other 
arts, and disciplines outside the arts" (MENC, 1994a) and "Understanding music in 
relation to history and culture" (MENC, 1994a). Analogous standards from other 
disciplines address integrated learning. For example, the K-6 English Language Arts 
portion of the Common Core Standards include the following standards: "Describe how 
words and phrases (e.g., regular beats, alliteration, rhymes, repeated lines) supply rhythm 
and meaning in a story, poem, or song" (NGAC, 2010); "Recount stories, including 
fables, folktales, and myths from diverse cultures" (NGAC, 2010), some of which might 
be told through music; "Include multimedia components (e.g., graphics, images, music, 
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sound) and visual displays in presentations to clarify information" (NGAC, 2010), and 
"Integrate and evaluate information presented in diverse media and formats" (NGAC, 
2010). Similarly, the National History Standards incorporated connections with music. 
These connections were represented in the following K-4 standards: "Draw upon a 
variety of stories, legends, songs, ballads, games, and tall tales in order to describe the 
environment, lifestyles, beliefs, and struggles of people in various regions ofthe country" 
(NCHS, 1996), "Explain the ways that families long ago expressed and transmitted their 
beliefs and values through oral traditions, literature, songs, art, religion, community 
celebrations, mementos, food, and language" (NCHS, 1996), "Analyze the dance, music, 
and arts of various cultures around the world to draw conclusions about the history, daily 
life, and beliefs of people in history" (NCHS, 1996), and "Analyze songs, symbols, and 
slogans that demonstrate freedom of expression and the role of protest in a democracy" 
(NCHS, 1996). These standards served as reminders that "although educational 
institutions segment knowledge into separate packages called ' subjects,' deep 
understanding often depends upon the intersections and interactions of the disciplines" 
(Barrett, 2001 , p. 27). 
Additional rationales for integrated learning included the enhancement of 
creativity (Fairfield, 2010; Gregory, 1995; Root-Bernstein, 2001 ; Truckenbrod, 1992; 
Yorke-Viney, 2007) and increased opportunities for student cooperation and 
collaboration (Abril & Gault, 2006; Horowitz, 2005; Jorgensen, 1995; Paxcia-Bibbins, 
1993; Strand, 2006). Interdisciplinary learning often provided opportunities for students 
to work in groups, "promoting a sense of community and classroom unity" (Burton, 
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2001, p. 19). 
Although the creative, collaborative nature of integrated learning likely has 
benefits for students, it might have benefits for teachers as well (Barr, 2006; Barrett et al., 
1997; Benson, 2011 ; Best, 1995; Bresler, 2002; Burton, 2001; Cosenza, 2005; Hallmark, 
2011; McCoy, 2000; Murata, 2002; Odena & Welch, 2009; Soccodato, 2007; Strand, 
2006). When teachers who have exclusively taught their own curriculum become 
members of an interdisciplinary team, it has led "to exciting and unexpected results in 
terms of creative and innovative instructional design and implementation" (Cosenza, 
2005, p. 2). Similarly, Hallmark (2011) observed innovative lesson planning when 
classroom teachers and arts teachers worked together to develop integrated curriculum. 
In a related study, Benson (2011) acted as a facilitator for a group ofteachers developing 
integrated arts lessons. Participants reported increased dialogue about arts integration 
ideas, and stated, "There was a sense of value in their learning from each other" (p. 64). 
McCoy (2000) claimed that while a collaborative approach required additional teacher 
preparation and planning, "collaborations enable us to undertake projects of a scope that 
might be impossible for an individual to do alone. Collaborative projects often evolve 
with a degree of richness that individual efforts cannot achieve" (p. 38). Another benefit 
to teachers has been a sense of empowerment arising from the creative act of planning 
interdisciplinary lessons. Bresler (2002) made note of classroom teachers who began to 
create their own interdisciplinary lessons based on broad, overarching concepts. "Instead 
of feeling isolated, teachers became conscious of how their own curriculum fit and 
affected other subjects and how they could draw on other subjects" (p. 1 075). Similarly, 
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Strand (2006) noted that in ideal integration scenarios, arts specialists and academic 
teachers collaborated to create meaningful learning connections in both the academic and 
arts disciplines. 
Although music integration might be highly beneficial for the reasons stated 
above, it is vital to remember there are aspects of music education that can only be 
effectively taught in the context of music classes (Brewer, 2002; Jorgensen, 1994; Smith, 
1995). Snyder (200 1) noted that without trained music educators, students would not 
learn music skills and concepts through a sequential, developmentally appropriate 
curriculum. A strong background in music would provide the necessary basis for genuine 
connections between disciplines; however, the role of classroom teachers in 
interdisciplinary learning should not be discounted. Opportunities for classroom teachers 
to combine music with academic subjects abound. From the classroom teacher's 
standpoint, "there are numerous options for creative writing, art, and movement 
experiences" (Aaron, 1994, p. 35) that can connect with other subjects, including music, 
in authentic ways. 
In some instances, music has been included in interdisciplinary lessons in an 
attempt to promote non-academic outcomes. Mark (2002) argued that literature on the 
subject of nonmusical outcomes of music education was "so broad and embracing that 
one ... might well ask what purpose music education serves other than nonmusical values" 
(p. 1045). Non-musical goals for students involved in interdisciplinary lessons have 
included "leading others, listening to others, showing respect for others, and following 
directions" (Aaron, 1994, p. 34). Ffolkes-Bryant (2008) reported positive correlations 
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between student attitude, motivation, self-esteem, and participation in an arts integrated 
program. Several researchers have argued similarly that integrated lessons might also 
boost student interest, engagement, and enjoyment of learning (Braunreuther, 201 0; 
Cosenza, 2005; Nielsen, 2001; Reimer, 2003 ; Vannatta-Hall, 2010). Cosenza claimed, 
"some subject areas" which student considered "dull or redundant [were] enjoying a 
heightened interest, because they [were] being taught in more novel and engaging ways" 
(Cosenza, 2005, p. 2). Nielsen (2001) noted that music could be "an effective way of 
catching and stimulating student interest" (p. 89) in a variety of different subjects. Desire 
to foster a positive school climate was also noted by Cosenza (2005), who asserted that 
administrators were often enthusiastic about interdisciplinary learning "because they see 
a groundswell of teacher and student morale generated by some of these projects" (p. 2). 
This might be partly attributable to music ' s ability to capture the emotions in a way that 
written or spoken words cannot (Reimer, 2003). 
Problems with the interdisciplinary approach. Through prior research, 
benefits of interdisciplinary approaches have been apparent, but problems have arisen, as 
well. For example, Goldberg and Scott-Kassner (2002) claimed that there were "few 
research studies that examine the effectiveness of such [interdisciplinary] approaches (p. 
1058). The purpose ofHixson' s (2007) study was to compare the achievement of a group 
of fourth and fifth graders who received music instruction with the achievement of a 
similar group who received integrated instruction in music, reading, and writing. There 
were no significant differences between groups in music achievement, using National 
Content Standard 6: Listening to, analyzing, and describing music; there were no 
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significant differences between groups in music achievement, using National Content 
Standard 8: Understanding relationships between music, the other arts, and disciplines 
outside the arts; and there were significant differences in favor of the integrated group for 
achievement in writing. Based on an extensive review of literature published in the New 
Handbook of Research in Music Teaching and Learning regarding the relationship 
between the arts and academic performance, Myers & Brooks (2002) noted a "failure of 
most research to isolate the arts from other factors that influence academic performance" 
(p. 919). Although research has tended to focus on the benefits of integration on 
academic learning, little has examined the effect on music learning. 
A second area of concern for arts educators and advocates has been that, through 
integration, the arts might play a subservient role in the curriculum and become 
trivialized (Barrett, 2001; Berke, 2000; Bresler, 1995; Brewer, 2002; Hallmark, 2007; 
LaJevic, 2009; Snyder, 2001; Wiggins, 2001 ). In some cases, music has been treated as 
an add-on to another discipline; other times music was used in superficial ways (Case, 
1994; Cosenza, 2005; Rosenbloom, 2004; Wiggins, 2001). These were some ofthe most 
common occurrences in interdisciplinary approaches with music. A classroom teacher 
noticed students having difficulty grasping certain academic content, so he or she asked 
the music teacher to put the content in a music setting. Music served the academic goal, 
but did not serve the curricular goals of the music teacher. 
When music's role has been basically that of ornamenting other subjects and 
generating non-academic outcomes, it is possible that educational leaders would assume 
that music specialists might no longer be necessary "and that classroom teachers can take 
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over the teaching of the arts through integration" (Snyder, 2001, p. 35). Decision makers 
might see integrated activities "as reasonable and sufficient musical experiences and 
believe that the activities are, therefore, adequate replacements for the existing music 
curriculum" (Wiggins, 2001, p. 44 ). 
Some curricular approaches seemed to support the idea that "all content in any 
discipline can be integrated with the content in any other discipline" (Burton, 2001, p. 
20). This might lead to inauthentic connections. Even so, music teachers have often 
been the ones promoting these lesson ideas. For instance, Calogero (2002) submitted a 
lesson that integrated science and music. In the lesson, students were asked to state 
things that might be seen in nature. They next talked about nature as the impetus for 
Beethoven's Symphony No.6. Finally, students listened to parts of the symphony while 
they imagined what Beethoven saw on his own nature walk. This lesson did not maintain 
the curricular integrity of science or music. Teachers should "integrate content and 
processes from different disciplines only when there is a valid reason for doing so" 
(Burton, 2001, p. 20). Integrated learning has not always been appropriate in every 
situation. "Not all interdisciplinary efforts support or promote artistic thinking" (Wiggins 
& Wiggins, 1997, p. 38). Likewise, not all interdisciplinary efforts have supported or 
promoted authentic learning in other subjects. 
If music teachers feel that music is being used to serve other disciplines in 
integrated lessons, they might conclude that the material from the other discipline is 
monopolizing music class time. In these instances, "the music teacher is being asked to 
compromise his or her choice of appropriate curricular materials to meet the needs of 
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another discipline, which results in the sacrificing of opportunities to help students grow 
in their understanding of musical ideas" (Wiggins & Wiggins, 1997, p. 39). Cosenza 
(2005) noted that because ofthis and other perceived limitations, some music educators 
might feel ambivalent when considering the possibilities of collaborative integrated 
learning. Even when music teachers felt strongly about the positive benefits of integrated 
learning, many had the "fear that genuine music learning will be compromised because 
precious class time . . . will be primarily occupied by the activities and projects of the 
broader curriculum" (p. 3). Still other music teachers "are unwilling to set aside any time 
for activities not perceived as contributing to authentic music learning, since their class 
contact time is already minimal in the typical school setting" (p. 4). Regardless of music 
teachers' feelings about incorporating interdisciplinary lessons, they appeared to have 
concerns over lost class time when interdisciplinary lessons involving music were taught 
(Byo, 1999; Cosenza, 2005). 
A final problem with interdisciplinary approaches related to the musical skills of 
classroom teachers (Attenborough, 2008; Burton, 2001; Byo, 1999; Cosenza, 2005; 
Siebenaler, 2006). It appears that many classroom teachers have felt unprepared "to 
present knowledge and skills unique to disciplines in which they have little or no 
expertise" (Burton, 2001 , p. 20). Deep understandings of the skills and concepts in 
disciplines to be combined must be in place before authentic connections can be made. 
Some classroom teachers chose not to include music in interdisciplinary lessons because 
they lacked the necessary musical knowledge and skills. Other classroom teachers 
maintained a level of comfort in delivering integrated music lessons by choosing to only 
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present lessons that called for musical understanding and very little skill (Attenborough, 
2008). When planning interdisciplinary lessons, some classroom were tempted to use 
"shallow, non-disciplined thinking because ofthe mixture of methods and concepts 
involved" (Burton, 2001, p. 18). However, interdisciplinary lessons "require more 
knowledge and skill, greater care, and better mastery of materials than do studies within a 
particular discipline" (Burton, 2001, p. 18). 
The role of music in interdisciplinary education has been of primary concern for 
many educators. There has often been a "struggle with the sometimes contradictory 
philosophies of the study of music for its own sake versus the study of music in support 
of other nonmusical skills" (Hansen & Bernstorf, 2002, p. 17). Rosenbloom (2004) noted 
the ongoing debate in education "whether music should be taught as a separate discipline, 
having value in and of itself, or in conjunction with other subjects, valued only to the 
extent that it complements the learning of other material" (p. 41 ). It was unfortunate that 
the debate was couched in these either-or terms. On one hand, music teachers might 
avoid integrated approaches in an attempt to protect the integrity of music learning. 
These actions can sometimes be seen as "territorial claims by specialists in knowledge 
areas" (Jacobs, 1989, p. 3). On the other hand, teachers might support integrated learning 
in principle, but when they attempt to incorporate an interdisciplinary approach in their 
classes, they might end up with lessons that use music in insignificant or artificial ways. 
It appears that music had the potential to enrich learning in other disciplines. 
According to Rosenbloom (2004), the potential trouble with this way of thinking was that 
some people have come to see music "as a frill" (p. 41) and that the inclusion of music in 
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the curriculum "can be justified only to the degree that it enhances learning in general 
and raises standardized test scores in more 'highly valued' areas" (p. 41). In this view, 
learning in music was not seen as an essential prerequisite to learning through music 
(Snyder, 2001). Certain musical skills and understandings "are not duplicated anywhere 
else in the curriculum and cannot be replaced by superficial inclusion in thematic units" 
(Wiggins, 2001, p. 44). In these instances, music should be taught as a separate 
discipline (Rosenbloom, 2004). 
Teacher Preparation 
In the United States, the National Council for Accreditation of Teacher Education 
(NCATE), the Teacher Education Accreditation Council (TEAC), and state boards of 
education accredit teacher education programs. The standards set by these accrediting 
bodies, along with guidelines set by various professional associations, such as The 
American Association of College Teacher Educators (AACTE), the Association of 
Teacher Educators (ATE), and the National Association of Schools of Music (NASM) 
have been used as a framework for the curricular design of teacher education programs. 
In the state where this study took place, there were consistent curricular 
requirements for teacher education programs, with the intent of preparing teacher 
candidates for licensure. Core curricular content required to receive a standard 
elementary teaching license incorporated educational psychology, child development, 
multicultural education, technology, assessment, literacy, exceptional needs, classroom 
management, curricular planning, and methods courses related to the following areas: 
social studies, science, mathematics, reading, health enhancement, art, and music. 
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Adherence to guidelines necessitated extremely structured teacher education programs; 
however, "the existence of a prescribed, aligned program does not necessarily assure 
quality" (Chaney, 2010, p. 41). Similarly, Zeichner (2006) reported, "Thus far, research 
does not clearly demonstrate that meeting the various state and national accreditation 
standards that are mandated for most programs today makes a difference in terms of the 
quality of teachers who emerge from these programs" (p. 332). The format and content 
of music methods courses for pre-service classroom teachers have been the focus of 
many studies (e.g., Apfelstadt, 1989; Barry, 1992; Berke & Colwell, 2004; Frego, 2003; 
Gauthier & McCrary, 1999; Kretchmer, 2002; Price & Burnsed, 1989; Propst, 2003; 
Saunders & Baker, 1991). 
Challenges arising in music methods courses. There are many difficulties that 
have arisen in the planning and delivery of a music methods course for pre-service 
classroom teachers. A major challenge has been the diverse musical ability ofthe 
students enrolled (Berke & Colwell, 2004; Shuck, 2005; Van Alstine, 2011). The use of 
differentiated instruction might be necessary to meet the needs of the variety of pre-
service classroom teachers enrolled in a single section of music methods. Berke and 
Colwell (2004) suggested that instructors of music methods courses find a "balance 
between teaching music fundamentals and providing students with practical musical 
activities that could be integrated into daily teaching" (p. 22). 
There might be differences between what pre-service classroom teachers think are 
useful skills and the actual content of methods courses. Price and Burnsed ( 1989) found 
that singing and performing on instruments were rated by practicing elementary 
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classroom teachers as the most important fundamental experiences of a music methods 
class and that music theory rated as the least important element. Jeanneret (1997) noted 
that in addition to singing and playing, pre-service teachers considered listening and 
integrating music with other subjects to be relatively important components of a music 
methods class, and similarly noted that music theory was considered to be less important. 
In contrast, Gauthier and McCrary (1999) reported that a majority of music fundamentals 
course instructors described "developing basic music skills and understandings" (p. 132) 
as the most important components of their course. These studies point to the practice of 
teaching music theory, notation, and musical concepts that pre-service and in-service 
teachers may not feel are necessary. Saunders & Baker (1991) noted that music methods 
course offerings were "based on the assumption that the students will use the course 
content when they become classroom teachers" (p. 248). This assumption may not be 
correct. Kesler (2003) found that regardless of content and approach, music methods 
courses "had only a marginal effect of pre-service elementary school teachers' 
willingness to integrate music into their classrooms" (p. 90). A closer examination of 
what scholars consider to be best practices for pre-service teachers might provide insight 
into how a music methods course might be most beneficial in the context of integrative 
practice. 
Best practices for music methods courses. Gauthier and McCrary (1999) found 
some variation in the content and structure of different music methods courses; however, 
the strategies that were incorporated generally included standard lectures, model lessons, 
and discussions. In some instances, methods courses also included field observations, 
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peer teaching, and other activities. What experiences would be essential during a music 
methods course? The following section contains brief overviews of researched-based and 
practice-based strategies for preparing pre-service classroom teachers to integrate music 
in their future classrooms. 
Active participation in model lessons has been a common strategy in music 
methods courses, providing the "opportunity for pre-service teachers to immerse 
themselves in the musical content as learners, and to participate in the flow of an 
educational experience (Barrett & Rasmussen, 1996, p. 87). When pre-service classroom 
teachers participated in music lessons geared toward elementary students, and, at the 
same time, directed their attention to the structure and design of the experience, they 
developed the skills they might eventually use to create their own lessons. 
Although in-class participation might be helpful, other studies have shown the 
benefits of observation in actual teaching and learning settings. This observation might 
be on-site or through the use of video or other technological avenues. Case studies have 
been used in music methods classes to provide pre-service classroom teachers with the 
opportunity to observe experienced teachers instructing students while simultaneously 
addressing course content and encouraging reflective thought (Barrett & Rasmussen, 
1996; Conway, 2000). Barrett and Rasmussen (1996) used videotaped examples so that 
pre-service classroom teachers could view teachers and students in their "complex, 
naturalistic settings" (p. 87). The use of videotaped examples also addressed a drawback 
that Barrett and Rasmussen had identified regarding model lessons. When pre-service 
teachers participated in model lessons that were geared toward elementary students, the 
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power of the lessons to demonstrate appropriate developmental fit can be lost. 
Additionally, the "complexity, spontaneity, and unpredictability of children's responses" 
(p. 79) that were missing in model lessons could be easily observed in video-recorded 
case studies. In Barrett and Rasmussen's study, pre-service classroom teachers 
participated in a four-day series of experiences that included participating in a model 
lesson, viewing a video-recording of elementary students engaged in the same lesson, and 
viewing a follow-up interview with the teacher of the lesson as that teacher watched and 
commented on the lesson. The sequence allowed for pre-service teachers to participate 
and reflect on the lesson from three perspectives, as a participant, as an observer of 
elementary students, and as observers of a teacher engaged in reflective analysis. Barrett 
and Rasmussen concluded that the video-case study approach demonstrated potential in 
helping develop pre-service teachers' reflective thinking, pedagogical understanding, and 
curricular content knowledge within school contexts; however, Kretchmer (2002) 
identified two potential weaknesses in Barrett & Rasmussen's approach: First, the video 
lesson shown to pre-service teachers as a model was taught by an experienced music 
teacher, rather than a classroom teacher, who would be viewed as more of a peer, and 
second, there was no explicit focus on integration in the lesson. 
An additional strategy employed in some music methods courses was that of 
allowing the students to peer-teach and practice-teach, allowing for feedback from the 
instructor or other practitioners. Holt, Flinchum, Herrold, and Hartman (1988) conducted 
field-based research, exploring a model that integrated the content of three methods 
courses for pre-service elementary classroom teachers. One aspect of the course structure 
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they found to be especially valuable for allowing pre-service teachers to progressively 
develop their comfort level and skill in integrating lessons was the promotion of regular 
opportunities for pre-service teachers to receive informal and formal feedback from 
specialists, classroom teachers, peers, and university professors regarding their 
performance in various aspects of the course. This aligned with Bandura' s (1997) 
assertions concerning the significance of constructive criticism and praise in the 
development of efficacy. Opportunities for students to receive feedback can be valuable; 
however, peer teaching or teaching children with a cohort of peers might be intimidating. 
In a study of pre-service classroom teachers' perceptions of confidence regarding peer-
teaching presentations, Auh (2004) noted that pre-service teachers' statements showed 
that the opportunity to teach music in a supportive environment, together with the 
opportunity to watch their peers teach music, "created the sense that 'we all can do it'" 
(p. 15). Auh did not discuss any negative consequences of a supportive environment, 
such as the potential support of mediocrity or misplaced confidence. 
Music methods courses for pre-service classroom teachers have been shown to be 
essential for the development of skills and abilities that will promote authentic music 
integration in their future classrooms. It appears that typical music methods courses were 
designed to develop pre-service classroom teachers' musical skills and understandings 
through meaningful music-making experiences such as performing, creating, and 
responding, and promote quality music teaching strategies and experiences such as 
reflective thinking, structured feedback, and participation in model lessons and case 
studies (Donahue & Stuart, 2008; Vannatta-Hall, 2010). 
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The Theory of Planned Behavior 
This section of the literature review explores: (a) pre-service classroom teachers' 
beliefs as they relate to attitudes, subjective norms, and perceived behavioral control in 
music; (b) research related to each of the three major constructs (attitude, perception of 
norms, and perception of behavioral control) regarding pre-service teachers and music 
integration; and (c) pre-service teachers' actual control regarding music integration. In 
the theory of planned behavior, an individual ' s attitudes, perceived norms, and perception 
of behavioral control can lead to the formation of behavioral intention. Rather than a 
separate section highlighting research related to behavioral intentions, this concept is 
woven throughout this section of the literature review. 
The three major constructs of the theory of planned behavior have been identified 
as attitude toward the behavior, perceived normative pressure, and perceived behavioral 
control. According to the theory, these three constructs can influence an individual's 
intentions to engage in a given behavior. Measures of the three primary constructs can be 
directly influenced by antecedent beliefs associated with each of the constructs that guide 
individuals ' decisions to perform or not perform a given behavior. In light of the theory, 
attitudes toward music integration, perceived norms, and perceptions of control might 
produce an intention to engage (or not engage) in music integration. This intention 
would be carried out to the extent that the person actually will have control over the 
integration of music in their future classroom. 
The theory of planned behavior provided a unifying framework to account for 
social behavior and has been widely used in science and science education research to 
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predict a person's intent to engage in a certain behavior (Fishbein & Ajzen, 1975; 2010). 
The theory of planned behavior has been utilized in numerous research studies including 
studies that predicted individuals' intentions to play video games, vote, lose weight, 
attend class, cheat, shoplift, give a gift, or search for a job (Ajzen, 1991). A meta-
analysis of literature related to the theory of planned behavior showed that, by 1997, over 
185 independent research studies had utilized the theory (Armitage & Conner, 2001). In 
a later analysis, Francis et al. (2004) reported that "the theory of planned behavior is the 
explicit theoretical basis for 222 studies published in the Medline database and 61 0 
studies published in the PsyciNFO database, from 1985 to January 2004" (p. 2). 
Additionally, Lamb (20 11) noted, "Reviews and meta-analyses in a variety of domains 
have overwhelmingly provided support for the theory" (p. 34). Zint (2002) compared the 
predictive power ofthree theories-the theory of planned behavior, the theory of 
reasoned action, and the theory of trying-for predicting science teachers' intention to 
incorporate specific content into their curriculum, an educational scenario somewhat 
similar to the current study. Zint found that the theory of planned behavior provided the 
best model for predicting science teachers' intentions. In the study, past behavior was the 
most significant predictor of intentionality, followed by attitude, perceived behavioral 
control, and subjective norm. In the context ofthis study, the theory of planned behavior 
was determined to be a highly appropriate theoretical framework based on the results of 
previous research. Within this theory, beliefs play a large role due to their influence on 
choices and behavior. 
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Beliefs. A belief represents the subjective probability that a given behavior will 
produce a certain outcome (Fishbein & Ajzen, 1975). Beliefs can also be broadly defined 
as information that an individual holds to be true. In the theory of planned behavior, 
beliefs represent the cognitive background of attitudes, perceived subjective norms, and 
perceived behavioral control (Fishbein & Ajzen, 1975, 2010). In general, the educational 
beliefs of pre-service teachers will likely influence their future teaching behavior 
(Pajares, 1992). Researchers in the field of music education concur, noting the 
relationship between the beliefs of teachers and their teaching practices (Abril & Gault, 
2005; Barry, 1992; Bresler, 1993; Dawson, 2007; Thompson, 2007). Barry (1992) did 
not employ the theory of planned behavior, but her comments pointed toward the 
importance of attitude and perceived behavioral control in predicting behavior. She 
stated pre-service classroom teachers' actions regarding music integration were "directly 
influenced by their beliefs (what they value) and confidence level (what they perceive 
themselves as being able to teach effectively)" (p. 21). 
Fishbein and Ajzen (2010) did not theorize that people hold rational beliefs; they 
theorized that individuals' behaviors consistently follow their beliefs. 
Given that beliefs are often based on information provided by others and on 
fallible inference processes, behavioral, normative, and control beliefs need not be 
veridical. They can be inaccurate, biased to conform with preconceptions or 
motives, or they may represent rationalizations, wishful thinking, or other 
irrational processes. (p. 223) 
Essentially, the beliefs people hold represent the information they have about a behavior, 
and whether the beliefs are valid or invalid, they influence people's behavior. Beliefs and 
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attitudes intuitively might seem related, but Fishbein and Ajzen define them separately in 
order to distinguish between affective and cognitive domains (Fishbein & Ajzen, 1975). 
Defining and measuring attitudes. Whereas the term '"attitude' referred to a 
person's favorable or unfavorable evaluation of the object, 'beliefs' represented the 
information he has about the object" (Fishbein & Ajzen, 2010, p. 12). Further, Fishbein 
and Ajzen (20 1 0) explained that attitude was defined as the tendency of an individual to 
respond with some degree of favorableness or unfavorableness to an object, concept, or 
behavior (p. 76). Following this thinking, it might be assumed that pre-service classroom 
teachers who believe that music integration in their future classrooms will produce 
mainly favorable consequences might be more likely to develop a positive attitude toward 
music integration, while individuals who believe that music integration will lead to 
mainly negative outcomes will likely develop a negative attitude toward music 
integration (Fishbein & Ajzen, 2010). 
Attitudes have not been directly observable or easy to measure (Della Pietra et al., 
2010; Shrigley et al., 1988; Stein, 2002). In a typical survey study employing the theory 
of planned behavior, attitudes were viewed as "evaluative in nature, ascribing to 
individuals a position on a unitary evaluative dimension with respect to an object" 
(Fishbein & Ajzen, 2010, p. 76). A popular and effective measurement tool has been the 
semantic differential (Osgood, Suci, & Tannenbaum, 1957). This is a bipolar rating scale 
with contrasting adjectives at each end (good/bad or effective/ineffective, for example). 
The semantic differential permitted reliable assessment of an individual's attitudes and 
aligned with other contemporary theorists and investigators who agreed that an attitude's 
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essential characteristic was its bipolar evaluative dimension (Fazio, 1990; Fishbein & 
Ajzen, 1975; 2010; Krosnick, Judd, & Wittenbrink, 2005). When a qualitative approach 
was employed, respondents were asked to reflect upon and describe their attitudes. The 
use of direct questioning allowed for the description of both attitudinal direction 
(favorable or unfavorable) and intensity (the strength of the belief). In the theory of 
planned behavior, attitudes were antecedents to intentions as well as actual behavior 
(Fishbein & Ajzen, 2010, p. 126). 
Attitudes about music and teaching music. Educators' interest in attitudes 
might stem from the assumption that attitudes are "enduring enough to be stable but 
transient enough to be changed" (Shrigley et al., 1988, p. 668). Although attitudes might 
be resistant to change, there is the possibility they can be influenced in positive ways, and 
ultimately lead to changes in intentions, as described by the theory of planned behavior 
(Fishbein & Ajzen, 201 0). A variety of studies have explored the connection between 
music methods courses and attitudes. The areas of concentration have included pre-
service classroom teachers' attitude changes that resulted from participation in a music 
methods course (Kretchmer, 2002; Siebenaler, 2006), pre-service classroom teachers' 
attitudes about the importance of music in relation to other subjects (Bidner, Devaney, & 
Della Pietra, 2010; Hash, 2010), practicing elementary classroom teachers' attitudes 
about a previous music methods course (Colwell, 2008; Gray, 2000; Propst, 2003; Stein, 
2002), practicing elementary classroom teachers' attitudes related to the National 
Standards for Music Education (Byo, 1999; Colwell, 2008), and attitudes about the 
musical activities that practicing classroom teachers utilized (Giles & Frego, 2004). 
38 
Music methods courses might have a positive influence on pre-service teachers' 
attitudes toward the integration of music in their future classrooms (Abril & Gault, 2005; 
Amen, 1982; Kessler, 2003; Kretchmer, 2002; Loring, 1996; Stein, 2002). Loring (1996) 
found that pre-service classroom teachers who had completed a music methods course 
had more positive attitudes toward music integration than pre-service classroom teachers 
who had not yet taken music methods. Stein (2002) suggested some possible factors 
related to music methods courses that might be responsible for pre-service classroom 
teachers' varying attitudes about music integration. Significant factors affecting attitude 
included the experience level of the instructor, opportunities for field experiences, the 
availability of musical materials, and instruction in music integration. Some researchers 
indicated that positive attitudes toward music might result from positive past experiences 
with music (Amen, 1982; Apfelstadt, 1989; Kessler, 2003). Moreover, Amen (1982) 
argued that any past experience with music education, either positive or negative, would 
influence future teaching behaviors. An additional factor that might influence pre-service 
teachers' intent to integrate music into their classrooms might be perceived pressure from 
peers and respected individuals. 
Defining and measuring subjective norms. Subjective norms represent the 
perceived social pressure to perform (or not perform) a given behavior based on an 
individual's perception that important others prescribe, desire, or expect the performance 
or nonperformance of a specific behavior along with perceptions that important others are 
themselves performing or not performing the behavior (Fishbein & Ajzen, 2010, p. 130). 
Applying this reasoning to music integration, individuals who believe that important 
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others encourage music integration and integrate music themselves would be more likely 
to perceive social pressure to engage in music integration, while individuals who believe 
that important others discourage the integration of music, or are themselves not 
integrating music, would perceive social pressure to not engage in music integration. 
The original theory of reasoned action (Ajzen & Fishbein, 1980; Fishbein & 
Ajzen, 1975) and the theory of planned behavior (Ajzen, 1991) included the concept of 
subjective norm that was defmed as "an individual's perception that most people who are 
important to her think she should (or should not) perform a particular behavior" (Ajzen, 
1991, p. 131). The authors utilized the term 'subjective norm' to emphasize the 
possibility that an individual's perception of what others think may not represent what 
others actually think. The most recent version of the theory of planned behavior 
(Fishbein & Ajzen, 2010) included two categories of subjective norms, injunctive norms 
and descriptive norms. Perceptions concerning what should or should not be done with 
respect to performing a given behavior remained and were labeled injunctive norms, 
while perceptions that others are performing or not performing the behavior were labeled 
descriptive norms. Together, injunctive norms and descriptive norms "incorporate and 
integrate both the desires and the actions of important referent individuals and groups" 
(Fishbein & Ajzen, 2010, p. 131). 
In a typical survey study employing the theory of planned behavior, a semantic 
differential was used to measure subjective norms (Lamb, 2011). When a qualitative 
approach was employed, respondents were asked to reflect upon and describe their 
perceptions of injunctive and descriptive norms (Kazempour, 2008). The use of direct 
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questioning allowed for the description of both normative direction (favorable or 
unfavorable) and intensity (the strength ofthe belief). In the theory of planned behavior, 
subjective norms were antecedents to intentions and actual behavior. 
Subjective norms related to music and music teaching. Instructors of music 
methods courses for pre-service classroom teachers have the opportunity to shape 
students' perceptions of music and music teaching. Stein (2002) administered an attitude 
test to pre-service classroom teachers enrolled in undergraduate music methods courses at 
24 universities throughout the United States. The experience level of the course 
instructor (academic rank and years of teaching experience) was shown to have a positive 
effect on pre-service teachers' attitudes toward the music curriculum. Examples from 
other curricular areas demonstrated the importance of subjective norms in shaping 
beliefs. Following a study of the beliefs of pre-service art teachers, Grauer (1998) 
reported that in addition to beliefs about art, pre-service classroom teachers' overall 
conceptions of their roles as teachers changed as a result of participation in a semester-
long art methods course. Pre-service classroom teachers observed practicing teachers 
making decisions about appropriate content for art lessons and supporting their decisions 
based on theory and practice. Course activities caused students to challenge the common 
belief that artistic ability was the main criterion for successful art teaching. Pre-service 
teachers realized that "art could be taught by someone who was not a practicing artist 
[and this] challenged their beliefs about their own capacities as art teachers" (p. 361). 
Perceived normative pressure from outside the area of music might indirectly affect 
classroom teacher' s integration of music. Oreck (2004) concluded that classroom 
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teachers believed that the arts were important in education and recognized their potential 
benefits for students, but because they felt "an intense pressure to teach the mandated 
curriculum" (p. 64), they used the arts only rarely in their classrooms, implying that they 
did not perceive the arts to be a part of a mandated curriculum. 
Defining and measuring perceived behavioral control. In the theory of 
planned behavior, intentions might be influenced by attitudes, perceived subjective 
norms, and perceived behavioral control. The construct of perceived behavioral control 
represented an individual's perceptions of the degree to which they are capable of, or 
have control over, performing a given behavior (Fishbein & Ajzen, 2010, p. 64). 
Individuals who believed that more facilitators than barriers will be present when they 
attempted to integrate music and who also believed that they will be able to overcome 
any potential obstacles will likely develop a strong sense of perceived behavioral control 
in relation to music integration, while individuals who believed that they lacked the 
necessary resources or that they will not overcome potential barriers will perceive low 
control over music integration (Fishbein & Ajzen, 2010, p. 399). 
In the theory of planned behavior, just as behavioral beliefs have been viewed as 
determining attitudes, and subjective norms have been viewed as determining perceived 
normative pressure, beliefs about the prospect of success might be viewed as determining 
perceived behavioral control. "The more required resources and opportunities 
individuals think they possess and the fewer obstacles or impediments they anticipate, the 
greater should be their perceived control over their performance of the behavior" 
(Fishbein & Ajzen, 2010, p. 170). Like attitudes and perceived subjective norms, in a 
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typical quantitative study employing the theory of planned behavior, a semantic 
differential might be used to measure perceived behavioral control. When a qualitative 
approach is employed, respondents would likely be asked to reflect upon and describe 
their perceptions of behavioral control. The use of direct questioning would allow for the 
description of both direction (favorable or unfavorable) and intensity (the strength of the 
belief). In the theory of planned behavior, perceived behavioral control would be an 
antecedent to intentions and actual behavior. 
Bandura (1997) defined self-efficacy as "beliefs in one's capabilities to organize 
and execute the courses of action required to produce given attainments" (p. 3). 
Perceived behavioral control was similarly defined as "the extent to which people believe 
that they are capable of, or have control over, performing a given behavior" (Fishbein & 
Ajzen, 2010, p. 155). Rodin (1990) observed that, in addition to self-efficacy and 
perceived behavioral control, this construct has been called many different things 
including "self directedness, choice, decision freedom, agency, mastery, autonomy, self-
efficacy, and self-determination" (p. 1). 
Perceived behavioral control related to music and music teaching. Research 
related to pre-service teacher self-efficacy has been quite extensive. Research examining 
the role self-efficacy might play in the development of pre-service classroom teachers' 
intentions to integrate music in their future classrooms was somewhat inconclusive, with 
studies indicating both positive changes in self-efficacy and others resulting in little to no 
changes. Some studies suggested that music methods courses for pre-service classroom 
teachers positively affect their confidence in teaching music (Auh, 2004; Berke, 2004; 
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Garvis, 2009; Garvis, Twigg, & Pendergast, 2011; Jeanneret, 1997; Kretchmer, 2002). 
For example, Kretchmer (2002) studied changes in the efficacy beliefs of pre-service 
elementary classroom teachers related to participation in a music methods course. 
Kretchmer determined that participants made significant gains in their self-efficacy 
beliefs related to musical skills, knowledge, and the ability to teach music. 
Many researchers have reported that pre-service classroom teachers demonstrated 
low levels of perceived behavioral control regarding the teaching of music (Apfelstadt, 
1989; Auh, 2004; Capa Aydin & Woolfolk Hoy, 2005; Jeanneret, 1997; Kane, 2005; Kim 
& Choy, 2008; Vannatta-Hall, 2010). For example, Kane (2005) conducted a study of 
pre-service classroom teachers' music teaching self-efficacy during their enrollment in a 
music methods course and found that even those students with some formal musical 
experiences did not show strong self-efficacy in teaching music. Krehbiehl (1990) asked 
fourth and fifth-grade classroom teachers to rank various school subjects in order of their 
importance for inclusion in the academic classroom. Fine arts were ranked last, after 
language arts, mathematics, social sciences, biology, physical sciences, physical 
development, and health. In addition, although the teachers considered music to be the 
most important of the fine arts, they acknowledged that they felt more competent and 
confident in teaching visual art and drama than they did music. Comparisons of pre-
service teachers' and practicing teachers' self-efficacy related to music integration have 
also been explored (Clark, 2009; Moore-Hayes, 2008). Clark (2009) surveyed pre-
service and novice elementary school teachers at the end of their undergraduate 
education, and again after their first year teaching. Results indicated that pre-service 
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teachers reported higher self-efficacy and that as the participants became teachers, their 
self-efficacy fell. Similarly, Moore-Hayes (2008) measured pre-service and beginning 
teachers ' perceptions of their preparedness to teach, but found no measureable 
differences between the two groups. 
Actual behavioral control. While the construct of perceived behavioral control 
can represent an individual's perceptions of the degree to which they are capable of, or 
have control over, performing a given behavior (Fishbein & Ajzen, 2010, p. 64), the 
construct of actual behavioral control refers to the degree to which a person actually 
possesses the ability to perform a given behavior. "It stands to reason that people cannot 
act on their intentions if they lack the skills or resources required to perform the behavior 
or if external factors prevent them from doing so" (Fishbein & Ajzen, 2010, p. 57). 
There have been problems associated with the measurement of actual control. Fishbein 
and Ajzen (20 1 0) acknowledged that in most cases, measures of actual control were not 
available due to several reasons, including the lack of sufficient information about all the 
factors that may affect someone' s performance of a behavior. To contend with this 
situation, Fishbein and Ajzen used perceptions of behavioral control as a substitute for 
measures of actual behavioral control. "It is possible that people's perceptions oftheir 
control over a behavior accurately reflect their actual control. To the extent that 
perceived behavioral control is indeed veridical, it can serve as a proxy for actual control 
and be used to improve prediction of behavior" (p. 64). 
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Summary 
In order to more fully understand pre-service classroom teachers' intentions to 
integrate music, research related to music integration was considered. The first section 
was a review of research related to music integration, including potential benefits and 
problems associated with the interdisciplinary approach and an overview of current 
interdisciplinary models. The second section was a review of research regarding teacher 
education programs, strategies, and initiatives that directly relate to music integration. 
The final section was a review of research related to the measurement of the three 
constructs of the theory of planned behavior, attitude, social norm, and perceived 
behavioral control, and the role of the three constructs as predictors of pre-service 
teachers' intentions to integrate music in their future classrooms. Taking the theory of 
planned behavior into consideration, attitudes toward music integration, perceived norms, 
and perceptions of control might produce an intention to engage (or not engage) in music 
integration. Music methods courses might have a positive influence on pre-service 
teachers ' attitudes, perceptions of social norms, perceptions of behavioral control, and 
consequently, positively influence pre-service teachers' intentions regarding the 
integration of music in their future classrooms. Although there have been certainly 
challenges to integrating music into the academic classroom, research has indicated there 
might be highly beneficial outcomes if the integration is done well. Studies have also 
noted the importance of active participation, peer teaching and observation, and practice 
teaching with actual young students. Overall, research has appeared to focus on the 
content of what to include in music methods courses for elementary classroom teachers 
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rather than focusing on the importance of the process of music integration. This lack of 
research, particularly from a sociological perspective, provided the impetus for this study. 
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Chapter 3: Methods and Procedures 
The primary purpose of this study was to examine pre-service elementary teachers' 
intentions to integrate music in their future classrooms. I was particularly interested in 
changes related to intentions to integrate music that might have occurred while pre-
service teachers were enrolled in a music methods course. This study was guided by the 
following research questions: 
1. What specific components of an elementary music methods class for non-music 
majors did participants identify as influencing their intentions to integrate music 
in their future classrooms? 
2. Considering Wiggins's levels of integration (200 1) as a means for 
classification, to what extent do perceptions of music integration change 
during the course of the semester long music methods course? 
3. Considering the theory of planned behavior as a framework, how do 
participants' attitudes toward music and music integration change during the 
semester-long music methods course? 
4. Considering the theory of planned behavior as a framework, how do 
participants' perceptions of subjective norms related to music integration 
change during the semester-long music methods course? 
5. Considering the theory of planned behavior as a framework, how do 
participants' perceptions of behavioral control over implementing music 
integration change during the semester-long music methods course? 
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Methods 
As Yin (2009) explained, "as a research method, the case study is used in many 
situations, to contribute to our knowledge of individual, group, organization, social, 
political, and related phenomena" (p. 4). Like every research method, case studies can be 
exploratory, descriptive, or explanatory. This study is mainly exploratory because, as 
described in Chapter 1, there has been little research describing how pre-service 
classroom teachers develop attitudes and beliefs about music and music integration that 
may, in turn, influence their intention to integrate music into their classrooms. 
Yin (2009) defines a case study as "an empirical inquiry that investigates a 
contemporary phenomenon in depth and within its real life context, especially when the 
boundaries between phenomenon and context are not clearly evident" (p. 18). Whereas 
an experiment or survey would divorce the phenomenon (pre-service teachers' intention 
to integrate music) from its context (the music methods course) and limit the variables 
that could be investigated, the main strengths of case study are to show how numerous 
variables are linked with a given phenomenon and its real life context, and to invite use 
of multiple sources of evidence in order to provide detailed description of the 
phenomenon under investigation. 
Bounding the case: units of analysis. As Yin comments, real-life situations, 
rather than abstract concepts, lend themselves to case study. He therefore considered the 
need for "spatial, temporal, and other concrete boundaries" of the case (p. 32). This case 
study was bounded, spatially and temporally, to third-year elementary education majors 
enrolled in a required music methods course that met once per week for a semester. 
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Further, the case study was bounded propositionally to the pre-service teachers' 
intentions to integrate music into their future classrooms. Intentions were framed in 
terms ofthe theory of planned behavior, as defined by Fishbein and Ajzen (1975). Four 
propositions guided this study: 
1. Behavioral beliefs, an individual's considerations regarding a behavior's 
likely consequences, are assumed to determine individual's attitudes toward 
personally performing the behavior (p. 398). 
2. Injunctive normative beliefs, an individual's perception that important people 
in their lives would approve or disapprove of their performing the behavior, 
and descriptive normative beliefs, an individual's perception that important 
people in their lives themselves perform or do not perform the given behavior 
together produce a perceived norm (p. 130). 
3. Control beliefs, an individual's beliefs about "personal and environmental 
factors that can help or impede their attempts to carry out the behavior" (p. 
21 ), result in a sense of high or low perceived behavioral control regarding the 
behavior. 
4. Together, an individual's attitude toward the behavior, perceived norms, and 
perception of behavioral control lead to the formation of behavioral intention. 
When an intention is strong, it is more likely that the behavior will be carried 
out (p. 21). Additionally, it is only when people have actual control over their 
performance of the behavior that intention is expected to accurately predict 
behavior. 
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Fishbein and Ajzen (1975, 2010) developed the theory of planned behavior to predict and 
explain human social behavior. According to the authors, standard methods used with 
the theory involved questionnaires, rating scales and statistical analyses; however, they 
acknowledged that the theory of planned behavior might be used as a heuristic to guide 
questions to be raised in qualitative research. 
For purposes of defining units of analysis, integration was classified according to 
Wiggins's (200 1) five categories of curricular integration. Level 1 teaching tool 
connections were described as situations in which "one discipline serves the other by 
providing a vehicle through which facts or information can more efficiently be learned 
and remembered" (Wiggins, 2001, p. 42). A Level2 approach was characterized by topic 
connections, which "occur when one subject area serves to clarify or enrich another" 
(Wiggins, 2001, p. 42). Although enrichment sounds beneficial, Wiggins mentioned that 
these connections are often shallow. Level3 thematic connections were described as 
taking "the form of integrated thematic units" (Wiggins, 2001, p. 42). In Level4 
connections, broad concepts were the focus. The concepts typically extended beyond 
curricular boundaries and were explored using the skills and knowledge specific to each 
discipline. Finally, Level 5 was marked by process connections, where students engaged 
with the processes common to more than one discipline. "Being aware of how they 
[processes] function in one discipline can enhance students' understanding of how they 
function in another" (Wiggins, 2001, p. 43). 
As Yin (2009) suggested, units of analysis might be holistic or embedded: "The 
holistic design is advantageous when no logical subunits can be identified or when the 
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relevant theory underlying the case is itself of a holistic nature" (p. 50); however, an 
embedded design can serve as an important device for focusing case study inquiry" (p. 
52). Because the phenomenon of interest was pre-service teachers' intention to integrate 
music, it was preferable to narrow the focus of this study to embedded units that 
theoretically reflected intention, according to Fishbein and Ajzen (1975, 2010), and 
theoretically reflected integration, according to Wiggins (2001). Those units were: (a) 
perceptions of integration, (b) attitudes toward music and music integration, (c) perceived 
subjective norms relative to integration, and (d) perceived behavioral control over music 
integration. 
Multiple-case design. Case studies can "cover multiple cases and then draw a 
single set of 'cross-case' conclusions" (Yin, 2009, p. 20). Miles and Huberman (1994) 
stated, "We can strengthen the precision, the validity, and the stability ofthe fmdings" (p. 
29) through multiple case studies; thus multiple cases typically are considered more 
robust. I collected and analyzed data from six participants for this study, because as Yin 
indicates, "the ability to conduct 6 or 10 case studies, arranged effectively in a multiple-
case design is analogous to the ability to conduct 6 or 10 experiments" (p. 54). An 
important aspect of this type of robust multiple case design is employment of a 
theoretical framework, which becomes the vehicle for connecting and generalizing 
among the cases (Yin, 2009, p. 54). Thus, in the present embedded multiple-case design, 
the illuminating function ofthe theory of planned behavior (Fishbein & Ajzen, 2010), 
and levels of integration (Wiggins, 2001) was to construct the embedded units of analysis 
and serve as a mechanism for connecting the six cases. 
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Site Selection and Participants 
This case study took place at a state university in the western United States. The 
university is the state' s land grant institution and is a top tier research university. Current 
undergraduate enrollment is 14,660. Local residents of the mountain community of 
60,000 have more advanced degrees and a higher median income per capita than the 
national average. The university population reflects the community population with 
respect to ethnic diversity: fewer than 10% of students come from identified minority 
groups. 
Participants in this multiple-case study were pre-service elementary education 
majors enrolled in EDU 397, a three-credit creative arts methods course that was required 
for teacher licensure. The majority of students in the class were female undergraduates 
who planned to teach in grades K-8. Prior research suggested that differences in 
students' experiences might play a role in their beliefs and attitudes toward music and 
music integration (Amen, 1982; Kane, 2005; Kessler, 2003). Previous formal music 
experience was used as selection criteria in an attempt to maximize variation among the 
participants. After completing an initial essay as a regular part of course activities, 
students were grouped into those who had formal musical training, and those who did 
not. In order to comply with IRB requirements, only at the end ofthe semester, after 
final grades had been posted, were three students selected from each category. Those six 
students were invited to participate in the case study, which was a sufficient number to 
allow for detailed inferences to be made. 
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Instructional Procedures 
EDU 397 met for 75 minutes twice a week for a 16-week semester. I co-taught 
this course with a professor in art education; however, rather than team-teach, we divided 
the allotted class time. One day per week the focus was on methods in the visual arts, 
and one day per week the focus was on music methods. EDU 397 (see Appendix A for 
course syllabus) was the only required course in this university's elementary education 
degree program that focused on music and art methods. During the course, all students, 
regardless of their participation in the study (a) performed, described, and created music 
in order to enhance their own musical abilities and deepen their musical understandings; 
(b) built a knowledge base in general music regarding materials, skills, activities, and 
teaching strategies; (c) planned, implemented, and assessed musical experiences that 
complemented the musical development of students; and (d) developed and implemented 
lessons that explored music's relationship to other curricular areas. Instructional methods 
included discussions, demonstrations, group work, and hands-on practice. An online 
course management system provided access to assignments and links to internet 
resources. 
Data Generation 
For this study, qualitative data was generated throughout the semester in the form 
of written assignments, written reflections (see Appendix Band Appendix C), instructor 
observations of peer teaching and class discussions (see Appendix D), and researcher 
field journals. All students enrolled in the class completed assignments, reflections, peer-
teaching, and discussions as a regular part of the course. There were no grades associated 
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with student reflection papers or discussions. For the study, only the documents 
associated with those students who were invited to participate in the case study were 
utilized. Yin (2009) identified documents as one of six main sources of evidence for case 
studies, acknowledging that such sources were relatively stable and can be examined 
repeatedly (p. 1 02). After final grades for the course were posted, six course participants 
were interviewed (see Appendix E for protocol), and the interview transcriptions became 
part of the data collection. Yin (2009) found interviews advantageous for case studies 
because they were targeted directly to the case topics (p. 1 06) 
Documents: course assignments. As a regular element ofthe class, all students 
completed five written assignments. The first written assignment was due the second 
week of class. For this assignment, all students reflected on music's role in their lives 
(past and present) and drew a Venn-type diagram to show the range of musical styles and 
types of musical involvement that they had experienced. Next, they compiled a CD 
anthology consisting of pieces that amounted to at least 40 minutes of music but did not 
exceed 80 minutes of music. The title of the CD included their name and the content of 
the CD reflected them in some way, and each student created liner notes for his or her 
collection, providing a rationale for the collection, explaining the particular relationship 
they felt existed among their selections, and also arguing for each song's inclusion on the 
CD. Also included in the liner notes were potential applications for classroom use. This 
assignment provided insights regarding students' past music experiences and ways in 
which they possibly felt confident about integrating music as the semester began. 
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The second written assignment accompanied small-group teaching presentations. 
Students described the process of planning and delivering an integrated music lesson. 
They were also asked to comment about how they felt music could be integrated into 
their future classrooms and to describe their current comfort level regarding the 
presentation of lessons that integrated music. 
For the third written assignment, students created new lyrics to two existing 
songs. Aligned with these lyrics, students gave a rationale for the subject matter included 
in their lyrics and for the grade level in which they would utilize their songs. 
Additionally, students were asked to describe the ways they would incorporate their 
songs in their classrooms, any challenges they encountered in creating the pieces, and 
ways they expected their future students to respond to the songs. 
The fourth written project was designed to prepare students for their final project 
(the creation and implementation of an integrated music lesson plan). For Assignment 4, 
students chose a musical example and analyzed it using the Facets Model (Barrett et al., 
1997), a planning tool for exploring the many facets of a work of art. Students addressed 
the following facets oftheir pieces: (a) who created it; (b) when and where it was created; 
(c) why and for whom it was created; (d) what it sounds like; (e) what kind of structure or 
form it has; (f) what its subject is; (g) what is being expressed; and (h) what techniques 
its creator used to help the listener understand what is being expressed (p. 77). Next, 
students brainstormed three potential ways to integrate their piece with curricular areas 
outside music. They were asked to consider what musical concepts and skills would be 
explored in each lesson and to identify concepts and skills in each of the related 
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curricular areas. Students were also asked to describe why their ideas showed a balance 
of emphasis between music and the related curricular areas, and to identify a connecting 
concept for each of the lesson ideas. 
In the final project of the semester, students demonstrated their understanding of 
music integration strategies, and their ability to successfully carry out such strategies, by 
designing an interdisciplinary lesson and then teaching a portion of the lesson to their 
peers. Students chose one idea from Assignment 4 to develop into the fmal written 
lesson. Again, they were asked to identify a connecting idea and specific elements, skills, 
or standards specific to each discipline. Next, students were asked to rationalize their 
choice of topic or concept, their choice of musical example, and make a strong, 
convincing argument for the importance of the experience in their future classroom. 
Fir1ally, students described how prepared they felt to present this lesson to their future 
students, noting any potential challenges they envisioned. 
Documents: reflections. In addition to the five written assignments, students 
were asked to write two reflection papers (see Appendix Band Appendix C). At the 
beginning of the semester, students were asked to describe their thoughts about 
integrating music in their future classrooms, their recollections of music integration 
experiences from their childhood, and their confidence in their ability to incorporate 
music. At mid-semester, students reflected on any potential changes in their perceptions 
since the beginning of the term. They described their intentions to integrate music and 
detailed the factors they expected to influence their decisions in the future. There were 
no grades associated with these reflection papers. 
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Additional documents were examined to supplement the data collected from 
observations and interviews (Miles & Huberman, 1994). Quizzes, samples of student 
work from class, and transcriptions of in-class activities were gathered for analysis. Only 
those documents associated with case study participants were utilized for this study. 
Peer teaching and class discussions. During the semester, small groups and 
individuals had the opportunity to present integrated lessons to their peers. All student 
presentations were video-recorded as a regular part of class activities. I completed an 
observation checklist (see Appendix D) during each student's peer teaching (Miles & 
Huberman, 1994; Shuck, 2005). Immediately following each presentation, all students in 
the course had the opportunity to reflect on their own performances as well as critique the 
performances of their peers. This provided the opportunity to discuss, analyze, and 
evaluate various aspects of the integrated lessons. Fallowing the consent of participants, 
video-recorded lessons were transcribed. Each participant's transcripts, observation 
checklists, and teaching reflections were analyzed. 
Researcher journals. Daily journaling allowed me to reflect on my observations 
of student understandings regarding music integration. These observations were 
associated with small- and large-group discussions, in class work-time related to the 
development of peer teaching lessons, and students' participation in music activities. 
Reflections and observations of case study participants were extracted and utilized for 
this study. 
Interviews. Following the written consent of the six case study participants, I 
analyzed the participants' initial and midterm reflections that were completed as regular 
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course activities. Based on an analysis of the essays, a template for standardized open-
ended interviews (Patton, 1990) was developed. Participants' reflections, Wiggins's 
(2001) five levels of music integration, and Fishbein & Ajzen's (2010) constructs of the 
theory of planned behavior informed the creation of the interview protocol (see Appendix 
E). 
The interviews were conducted in order to "obtain observations that the 
researcher [was] unable to make directly" (Bresler & Stake, 2006, p. 295) such as 
capturing first hand accounts of students' perceptions. After a student consented to 
participation, a meeting time and place was arranged for the interview. Locations were 
chosen that were convenient for each participant. The duration of each interview was 
approximately 45 minutes. I took notes during each interview to record my immediate 
perceptions. Each interview was video-recorded and then transcribed. To ensure 
accuracy, interview transcripts were made available to participants for member checks 
(Gall, Gall, & Borg, 2007). 
Data Analysis 
When all data were collected, inductive reasoning was used to interpret findings. 
Coding techniques were utilized to determine patterns and themes in the data (Strauss & 
Corbin, 1990), and the results were presented in narrative format. My initial steps in 
analyzing the data involved several repeated readings of the transcriptions of interviews 
and observations, field notes, researcher journals, lesson plans, student work, and student 
reflection papers. During these initial readings, I coded very generally, with a focus on 
the research questions. I labeled participants' characterization of the music methods 
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course as well as information related to the embedded units of analysis: attitude, 
perception of subjective norms, perceptions of behavioral control, and Wiggins's levels 
of integration. To guide my initial analysis of video-recorded peer teaching examples 
and student created lesson plans, I utilized an observation checklist (see Appendix D). 
The checklist aided in the identification of lesson elements that reflected Wiggins's 
(200 1) five levels of integration. 
Repeated readings of data and triangulation with additional data sources aided in 
the identification of codes. Codes related to course content included course structure, 
which was further broken down into development of musical skills and development of 
int1~gration skills, and best practices, which was further broken down into active 
pruticipation, written assignments, peer teaching, reflection, and written feedback. An 
additional category of codes related to course content described students in the course. 
This category was divided into student characteristics and behaviors. Codes directly 
related to the embedded units of analysis included the following: examples of five levels 
of integration, favorable or unfavorable attitude toward music, favorable or unfavorable 
toward music integration, capability in music, capability to integrate music, important 
others' approval or disapproval, important others' actions toward music, and intention. 
I used Dedoose, a web-based qualitative data analysis program 1, to assist in the 
coding of all textual data. I uploaded transcriptions of interviews and observations, 
together with field notes, researcher journals, lesson plans, samples of written student 
work, and student reflection papers into the program. Descriptive quotes were converted 
1 http://www.dedoose.com/ 
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into excerpts that were tagged with multiple codes, memos, and descriptors. The 
following quote is an example of an excerpt from Mariel's Assignment 4: 
Students will find idioms in the text of "Blue Moon" and analyze how specific 
word choices (idioms) shape meaning or tone. As students create new lyrics and 
adjust them to the form of the piece, they will analyze the rhythm and sing about 
their selected idiom. Overall, learners will be creating their own song to the form 
and rhythm of the classic song to help in explaining what an idiom is. (April4, 
2013) 
Within Dedoose, I attached two codes to the excerpt, musical skills and topic 
connections. I also attached descriptors, including participant: Mariel; intended grade 
level: upper elementary/middle school; previous musical experience: formal; event: 
Assignment 4; and time frame: end of semester. Additionally, Dedoose allowed me to 
tag excerpts with memos to myself; I attached a single memo to the previous excerpt. I 
wrote, "Might be an unrealistic music activity. Students dictate rhythm of entire piece, 
then write their own lyrics for whole piece?" (May 12, 2013). I wrote the memo as a 
reminder of my thoughts while initially reading and coding the excerpt. Coding online 
allowed for extremely detailed processing of data, including the cutting and sorting of 
excerpts from the text, sorting by descriptor or code, and highlighting unique sentences. 
Upon the completion of analysis, codes were categorized according to the embedded 
units of analysis. The descriptors, codes and units of analysis I utilized as data sets 
wi1hin Dedoose are shown in Table 1. 
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Table 1 
Descriptors, Codes, and Units 
Descriptors 
Codes 
Data Sets within Dedoose 
Participant 
Intended grade level 
Previous musical experience 
Event 
Time frame 
Development of musical skills 
Development of music integration skills 
Best practices 
Student characteristics 
Positive statement about music 
Negative statement about music 
Positive statement about music integration 
Negative statement about music integration 
Statement related to musical capabilities 
Statement related to music integration capabilities 
Statement about intentions to integrate music 
Statement about the role of others' approval 
Statement about the role of others' actions 
Collaboration 
Embedded Units of Analysis Perceptions of integration 
Validity and Reliability 
Attitudes toward music and music integration 
Perceived subjective norms relative to integration 
Perceived behavioral control over music integration 
Unlike many qualitative researchers, Yin (2009) argues that four criteria for 
judging the quality of case study designs are similar to any other empirical social science 
research (p. 40). He defines construct validity as "identifying correct operational 
measures for the concepts being studied" (p. 40), and he claims that construct validity is 
most challenging to demonstrate in case studies. In the present study, construct validity 
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has been demonstrated by reliance on established theory, namely the theory of planned 
behavior (Fishbein & Ajzen, 1975, 2010), and levels of integration (Wiggins, 2001) for 
definition of constructs. Construct validity also has been enhanced through use of 
"multiple sources of evidence, in a manner encouraging convergent lines of inquiry" 
(Yin, 2009, p. 42 italics in original source). Next, Yin defmes internal validity as 
"seeking to establish causal relationships, whereby certain conditions lead to other 
conditions" (p. 40); however, he indicates that internal validity is not a concern for 
exploratory case study research, such as the present study. Third, Yin explains external 
validity as "defining the domain to which a study's findings can be generalized" (p. 40), 
and he notes, "critics typically state that single cases offer a poor basis for generalizing" 
(p. 43). Yin again recommends a strong role for theory, as well as the replication logic of 
multiple-case study, both of which are featured in the present study. 
Yin (2009) describes reliability: "The objective is to be sure that, if a later 
investigator followed the same procedures as described by an earlier investigator. .. the 
later investigator should arrive at the same findings and conclusions" (p. 45). One 
strength of the present study was the development of case study protocols, presented in 
the appendices, whereby all prospective participants engaged in the same music methods 
course, with the same instructor, over the same period of time. Further, all 
documentation was collected from all prospective participants at the same time. Written 
reflection prompts were distributed to all prospective participants (Appendices Band C), 
checklists were used as observation protocols (Appendix D) and an interview protocol 
was used with all six participants (Appendix E). The strength of protocols 
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notwithstanding, I acted both as the designer and instructor of the music methods course 
and as the primary investigator. Thus, I made the decision to focus on music integration 
throughout the semester, which undoubtedly influenced both prospective and selected 
participants. Some students might have felt pressure to participate in the study because I 
was the instructor of record for the music methods course. To guard against coercion in 
the teacher-student relationship and to avoid any possibility that student grades in the 
course were affected, a colleague distributed and collected the consent forms and made 
the selection of participants. Social desirability bias might also have been a factor in this 
study, particularly in the ways that participants addressed the interview questions. Social 
desirability is the tendency for participants to answer or respond in ways they believe the 
researcher desires and will view favorably (Cook & Campbell, 1979). These limitations 
are discussed further in the final chapter, along with interpretations and conclusions. 
Summary 
In this chapter, I have justified the selection of embedded, multiple-case design to 
examine the research questions guiding this study. I have defended the role of the theory 
of planned behavior (Fishbein & Ajzen, 2010) and Wiggins's (2001) five categories of 
curricular integration in constructing the embedded units of analysis and serving as 
mechanisms for connecting the six cases. I have included discussions of the participants, 
data generation, and data analysis. The following chapters will present an overview of 
the course structure and activities, individual case studies, a cross-case analysis, and 
conclusions. 
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Chapter 4: Design and Implementation of the Music Methods Course 
In this chapter, I presented data related to the design of the music methods course 
as well as the implementation of that design. I included the course sequence and 
organization, focusing on differences between the first half and the second half of the 
semester. Next, I presented relevant content standards, goals, learning outcomes, in-class 
activities, written assignments, and assessment relevant to the course. 
EDU 397 met for 75 minutes twice a week during a 16-week semester. I co-
taught this course with a professor in art education and we divided the allotted class time. 
One day per week, the focus was on methods in the visual arts, and students met in an art 
classroom; one day per week the focus was on music methods, and students met in a 
music classroom. EDU 397 was the only required course in this university's elementary 
education degree program that focused on music and art methods. 
To account for the diverse musical ability of pre-service elementary teachers 
emolled in a music methods course, many researchers have advocated differentiated 
instruction (Attenborough, 2008; Berke & Colwell, 2004; Burton, 2001; Cosenza, 2005; 
Siebenaler, 2006; Shuck, 2005; VanAlstine, 2011). Additionally, Berke & Colwell 
(2004) suggested that instructors of music methods courses find a "balance between 
teaching music fundamentals and providing students with practical musical activities that 
could be integrated into daily teaching" (p. 22). Following these recommendations, I 
organized the music methods course so that the first half of the semester consisted of 
activities and assignments focusing on the development of musical skills and concepts, 
while the second half of the semester focused on interdisciplinary connections. 
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The semester began with an overview of the course and an active discussion of 
music and music integration. My personal belief was that music was important and 
should be integrated; however, throughout the discussion, I welcomed a variety of 
opinions. Next were mini-units on a variety of topics: (1) reading, writing, and 
performing rhythms; (2) reading, writing, and performing melodies; (3) singing; (4) 
moving; (5) creating; and (6) listening and analyzing. Within these mini-units the 
students utilized non-traditional notation for reading and writing melodies, rhythms, and 
forms (Bennett & Bartholomew, 1996). Course activities also briefly highlighted non-
academic outcomes of music integration during the first half of the semester. These non-
musical goals for students included listening to others and following directions (Aaron, 
1994, p. 34). We also discussed positive outcomes such as increased student interest, 
engagement, and enjoyment of learning that might result from music integration 
(Braunreuther, 2010; Cosenza, 2005; Nielsen, 2001 ; Reimer, 2003; Vannatta-Hall, 2010). 
The discussion of these outcomes occurred in conjunction with the practice of musical 
skills and concepts. 
Content standards from music, English language arts, and history influenced 
curricular choices for the second half of the semester. In the National Standards for 
Music Education, there are two standards that imply integration: "Understanding 
relationships between music, the other arts, and disciplines outside the arts" (MENC, 
1994) and "Understanding music in relation to history and culture" (MENC, 1994). 
Among the elementary grade standards from English language arts that imply music 
integration are: "Describe how words and phrases (e.g., regular beats, alliteration, 
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rhymes, repeated lines) supply rhythm and meaning in a story, poem, or song" (NGAC, 
2010), "Recount stories, including fables, folktales, and myths from diverse cultures" 
(NGAC, 2010), some of which might have been set, or could be set to music. "Include 
multimedia components (e.g., graphics, images, music, sound) and visual displays in 
presentations to clarify information" (NGAC, 201 0), and "Integrate and evaluate 
information presented in diverse media and formats" (NGAC, 2010). Standards from 
history implying integration included: "Draw upon a variety of stories, legends, songs, 
ballads, games, and tall tales in order to describe the environment, lifestyles, beliefs, and 
struggles of people in various regions of the country" (NCHS, 1996), "Explain the ways 
that families long ago expressed and transmitted their beliefs and values through oral 
traditions, literature, songs, art, religion, community celebrations, mementos, food, and 
language" (NCHS, 1996), "Analyze the dance, music, and arts ofvarious cultures around 
the world to draw conclusions about the history, daily life, and beliefs of people in 
history" (NCHS, 1996), and "Analyze songs, symbols, and slogans that demonstrate 
freedom of expression and the role of protest in a democracy" (NCHS, 1996). 
Similar to the first half of the semester, the second half of the semester began with 
an overview. The introduction to the music integration portion of the course focused on 
the importance of treating each curricular area with respect. Barrett, McCoy, and Veblen 
(1997) labeled this concept "integrity for each discipline," and noted that a focus on the 
standards of each discipline would help to maintain curricular integrity. I also introduced 
the concept of "integrity between the disciplines" (Barrett et al. , 1997). The 
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incorporation of a broad concept, topic, or process in an interdisciplinary lesson might 
help to ensure that a valid connection between the two disciplines would be present. 
For the second half of the semester, after an introduction to interdisciplinary 
integrity (Barrett et al. , 1997), students participated in a series of mini-units related to 
music integration: (1) music and other arts; (2) music and literature; (3) music and 
culture; and (4) music and history. A review of relevant research literature guided the 
selection of curricular areas on which to focus . Connections between the arts (visual arts, 
dance, drama, and music) were frequently recommended, in part because of similarities 
between their elements and the complementary approaches they employ (Aaron, 1994; 
Abeles, Hafeli, Horowitz, & Burton, 2002; Barrett et al. , 1997; Valenti, 2000; Wiggins & 
Wiggins, 1997; Young et al. , 1993 ). Cultural and historical examples were also 
commonly noted as potentially strong connecting ideas in interdisciplinary curriculum 
designs involving music (Barrett et al. , 1997; Brugar, 2012; Carolin, 2006; Morin, 2003 ; 
Nielsen, 2001 ; Rosenbloom, 2004; Taylor, 2008), as were literary contexts (Calogero, 
2002; Grant et al. , 2008; Hansen & Bemstorf, 2002; Hixson, 2007; Lyons, 2008). Based 
on the review of literature, cultural, historical, and literary connections were explored 
during the music methods course. 
Course goals and learning outcomes. The goals and intended learning 
outcomes were identical for all students, regardless of their participation in the study. 
Four learning outcomes were outlined in the course syllabus: (1) to perform, describe, 
and create music in order to enhance one' s own musical abilities and deepen musical 
understandings; (2) to build a knowledge base in general music regarding materials, 
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skills, activities, and teaching strategies; (3) to plan, implement, and assess musical 
experiences that complement the musical development ofK-8 students; and (4) to 
develop and implement lessons that explore music ' s relationship to other curricular areas. 
Students were also given guidelines for participation: (a) take active responsibility for 
your own learning; use the activities, reading assignments, and written assignments as a 
means to develop your own skills and understandings needed for teaching; (b) make 
frequent contributions to class discussions, activities, and projects; ask thoughtful 
questions and volunteer for demonstrations; (c) complete assignments thoroughly, 
accurately, and punctually; submit written work that shows originality, good scholarship, 
and skillful production; and (d) reflect on your personal growth and development as a 
teacher; take the opportunity to examine your own beliefs about music teaching and 
learning. 
In-class activities. The activities that were chosen for the class were rooted in 
research regarding best practices for music methods courses. Participation in model or 
demonstration lessons has been a common and effective strategy in music methods 
courses. Model lessons provide the "opportunity for pre-service teachers to immerse 
themselves in the musical content as learners, and to participate in the flow of an 
educational experience" (Barrett & Rasmussen, 1996, p. 87). Pre-service classroom 
teachers participated in music lessons geared toward elementary students, and, at the 
same time, directed their attention to the structure and design of the experience. A 
primary goal was the development of skills necessary for students to eventually create 
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their own lessons. Model lessons were incorporated nearly every day of the semester. 
The following vignette (January 19, 2013) is a representative example: 
After a brief review of the necessary elements of a written lesson plan, I informed 
the class they would be participating in a model lesson for third grade students. I 
stated I wanted them to participate as elementary school students, but I reminded 
them to also critically analyze the process as we went along. 
KH: Try to identify all the elements of the lesson plan as we go. Okay, third 
graders, today we 're going to explore a piece written by a French composer, 
Camille Saint Saens. Third graders, by looking at the name, do you think Camille 
Saint Saens was a boy or a girl? 
Class: A girl! 
I discussed the correct response with class, then continued with the biography. 
KH: Saint Saens was born in Paris, France on October 9th, 1835. (Breaking 
character) How did he die? 
I joked with the class that a typical third grader might ask that question. I also 
joked with the class that this was one instance where I could honestly answer "old 
age," rather than have to worry about announcing "syphilis" or some other 
malady as the cause of death. 
After concluding the biography, I introduced "Carnival of the Animals," and gave 
directions for listening. 
KH: I'm going to play a short portion of each movement. You will have two jobs 
for each piece. You' ll need to figure out what animal you think Saint Saens was 
portraying and what musical elements helped you to make your choice. You are 
allowed to whisper your ideas to your partner while you listen. 
We then worked our way through the movements, pausing to allow a few guesses 
and to tell correct responses for each piece. 
KH: Okay. Here is the last movement we're going to listen to today. This time 
you have four jobs. You still need to determine what you think Saint Saens is 
portraying and what musical elements helped you to make your choice. You also 
need to figure out what instruments you hear and listen for a secret song that is 
hidden somewhere in the piece. Who can tell me the four things you and your 
partner are listening for?" 
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KH: (Breaking character) Did you notice what I did there? Why did I ask for 
someone to repeat the four items? 
As students listened to the movement "Fossils," I circulated around the room. 
When the piece was done, we went through the answers as a large group and I put 
up a diagram showing the ABACA form of the piece. We discussed the diagram, 
and, as a class, brainstormed actions that could accompany each section. The 
students listened to the piece one final time, adding movements to demonstrate 
their understanding of the structure of the piece. Finally, we reflected on the 
lesson together. I asked them to identify the elements of the lesson plan that 
accompanied the model lesson (grade level, topic, standards, materials, objectives, 
procedure, evaluation). I also asked them specific questions about the process, 
such as, "Why did I tell you to whisper your answers to a neighbor?" (So that 
each student felt validated and was able to respond.) Students also discussed 
potential problems with the lesson and ways the plan could be modified. 
During this course, students were asked to write two reflection papers. At the 
beginning of the semester, students were asked to describe their thoughts about 
integrating music in their future classrooms, their recollections of music integration 
experiences from their childhood, and their confidence in their ability to incorporate 
music. At mid-semester, students reflected on any potential changes in their perceptions 
since the beginning of the term. They described their intentions to integrate music and 
detailed the factors they expected to influence their decisions in the future. The two 
written reflections served as a kind of formative and non-graded assessment to inform me 
about how students were tracking with the course materials and sequence. Another 
strategy included in this class was to allow opportunities for students to collaborate in 
groups. Rationales for incorporating opportunities for students to work in collaborative 
groups included the promotion of "a sense of community and classroom unity" (Burton, 
2001, p. 19) and the enhancement of creative and innovative thinking (Cosenza, 2005, p. 
2). The benefits of collaboration for practicing teachers are well supported by current 
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research (Barr, 2006; Barrett et al. , 1997; Benson, 2011 ; Best, 1995; Bresler, 2002; 
Burton, 2001; Cosenza, 2005; Hallmark, 2011 ; McCoy, 2000, Murata, 2002; Odena & 
Welch, 2009; Soccodato, 2007; Strand, 2006). Collaboration was encouraged during 
many class activities. For example, when we explored the form of the song "Jim Along 
Josie," the entire class moved according to the lyrics for the A section. "Face to the 
center. Hands on your knees. Clap three times and turn around please." Small groups 
were tasked with creating their own movements for each contrasting section. Again, 
students were asked to reflect on the experience. "What was the effect of creating a 
movement rather than being told what to do?" "What problems might occur if you tried 
this with elementary students?" "How was the experience of creating as a group different 
than if you had been asked to create movements as individuals?" 
An integral part of teacher preparation is to provide opportunities for students to 
have actual teaching experience. During the semester, small groups and individuals had 
the opportunity to present integrated lessons to their peers. All student presentations 
were video-recorded as a regular part of class activities. Additionally, I completed an 
observation checklist (see Appendix D) during each student' s peer teaching (Miles & 
Huberman, 1994; Shuck, 2005). Immediately following each presentation, all students in 
the course had the opportunity to reflect on their own performance as well as critique the 
performance of their peers. The incorporation of peer teaching experiences has been 
supported in recent literature (Auh, 2004). 
In addition to feedback associated with the two formal peer-teaching experiences, 
there were other opportunities throughout the course for students to receive formal and 
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informal feedback. Holt, Flinchum, Herrold, and Hartman (1988) found that promotion 
of regular opportunities for pre-service teachers to receive informal and formal feedback 
from specialists, classroom teachers, peers, and university professors regarding their 
performance in various aspects of the course was especially valuable for allowing pre-
service teachers to progressively develop their comfort level and skill in integrating 
lessons. Throughout the course, students received formal feedback through comments 
about their written work. Each written assignment was returned to students with 
constructive criticism and praise. Informal feedback primarily took the form of small 
group discussions. Following informal presentations, participation in model lessons, or 
the exchange of ideas, small group reflections provided the opportunity to discuss, 
analyze, and evaluate various aspects of integrated lessons and student performances. 
Written assignments. As a regular element of the class, all students completed 
five written assignments. The first written assignment, a CD anthology, was due the 
second week of class. The second written assignment accompanied small-group teaching 
presentations. For the third written assignment, students created new lyrics to two 
existing songs and reflected on the process. The fourth written project was designed to 
prepare students for their fmal project. For Assignment 4, students chose a musical 
example and analyzed it using the Facets Model (Barrett et. al. , 1997). In the final 
project for the semester, students demonstrated their understanding of music integration 
strategies and their ability to successfully carry them out by designing an interdisciplinary 
lesson and then teaching a portion of the lesson to their peers. 
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Assessment. All assignments were graded according to detailed rubrics. These 
rubrics were available to students through an online course management system. For 
example , Assignment 1 was worth 35 points . I scored students' playlist descriptions 
according to the level of detail and connections shown in their brainstorm (1-10); proper 
documentation and format of their anthology (1-10); quality of insights, depth of thought, 
details, and content of their liner notes (1-10); and the quality of their writing, including 
grammar, organization, usage, and mechanics (1-5). There were 200 points possible for 
the music portion of the course. Assignments 1 and 4 were written assignments students 
turned in . Assignments 2, 3, and 5 combined written work that I scored outside of class 
and peer teaching that I scored during class using an observation checklist. A detailed 
breakdown of assessments is shown in Table 2. While tables are most often utilized in 
quantitative studies, tables were included in this qualitative study as a way to present 
aspects of the research "in very systematic and organized ways" (Corbin & Strauss, 2008, 
p. 125) . 
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Table 2 
EDU 397 Music Assessments 
Name Point value Due date 
Assignment 1 Create a play list 35 1124/13 
Assignment 2 Small group teaching 30 2/28/13 
presentation 
Quiz Reading quiz 25 2/28/13 
Assignment 3 Created songs and rationale 20 3/7113 
Assignment 4 Facets Model and curricular 25 4/4/13 
connections 
Assignment 5 Interdisciplinary lesson 65 4/18/13 or 
project 4/25/13 
Summary 
This chapter contained an overview ofthe music portion ofEDU 397. I discussed 
the design and implementation of the course, including content standards, musical skills 
and elements, and music integration. I also highlighted course goals, learning outcomes, 
in class activities, written assignments, and assessment. The following chapters include 
individual case studies, cross-case analysis, and conclusions. 
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Chapter 5: Individual Case Studies 
Participants in this multiple-case study were third-year, pre-service elementary 
education majors enrolled in EDU 397, a three-credit creative arts methods course that 
was required for teacher licensure. Previous formal music experience was used as 
selection criteria in an attempt to maximize variation among the participants. After 
completing an initial essay as a regular part of course activities, all students enrolled in 
the course were grouped according to those who identified previous formal musical 
training, and those who did not. At the end of the semester, after final grades had been 
posted, three students were randomly selected from each group, and those six students 
were invited to participate in fmal interviews. In addition, documents from the course, 
including the students' reflective journals and assignments were incorporated into the 
evidence for this study. Eva, Mariel, and Megan were selected from those who stated 
they had previous musical training, and Tessa, Zach, and Payton were selected from those 
who expressed they had experienced music informally. 
For each participant, I first present background information, including influences 
on their musicianship and music preferences, as well as their perceptions of the music 
methods course. Then I offer evidence related to embedded units of analysis, which 
included: 1) changes in perception of how music could be integrated; 2) changes in 
attitude toward integrating music into the elementary curriculum; 3) changes in perceived 
subjective norms influencing beliefs about integrating music into the elementary 
curriculum; and 4) changes in perceptions of behavioral control over implementing music 
integration. As Yin suggests, the logic underlying multiple cases is replication (p. 54), so 
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each case is presented in exactly the same manner. In this study, the four units of 
analysis are theoretical; the frrst embedded unit of analysis was described by way of 
Wiggins ' s levels of integration, and the latter embedded units of analysis were framed 
according to the main constructs ofthe theory of planned behavior (Fishbein & Ajzen, 
1975, 2010). 
Case 1: Tessa 
At the time ofthis study, Tessa was a junior elementary education major and was 
also getting a middle school math endorsement. Although she stated that she enjoyed all 
K-8 grades, and "basically, I want to get a job anywhere" (final interview, May 8, 2013), 
she preferred to work with middle school students. 
Because of her initial reflection, Tessa was grouped with those who had 
experienced music informally. Her initial reflection (January 10, 2013) did not include 
any references to formal musical experiences. Rather, she focused on the importance of 
informal musical experiences with her family. However, in her midterm reflection 
(March 7, 2013), Tessa mentioned formal musical experiences for the frrst time. Tessa 
wrote, "I took piano lessons when I was really little and I sang a little bit in high school." 
If these experiences had been mentioned in her initial reflection, Tessa would likely have 
been grouped with those who had formal music instruction for purposes of this study. 
Throughout Tessa' s reflections and assignments, family was mentioned as a 
strong influence on her musicianship and music preferences. "I have a very musical 
family and music is what brings us together a lot of times" (January 10, 2013). Tessa's 
strong associations between family and music also were evident in her song descriptions 
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for Assignment 1 (January 24, 2013). She explained why she chose to include the song 
"Tears in Heaven" on her CD: 
My father is a great guitar player, one of the best I know, and he would always 
play this song. He would play his guitar to put us to sleep at night, but we would 
always stay up and sing with him. He would play his guitar all the time and make 
up songs. We called them "fast and slow" songs and we would dance and run 
around. 
Tessa also described songs the family listened to on trips, and noted that concerts were 
"time well spent with my family." Tessa' s family dynamic was also expressed through 
musical memories. Tessa included the song "Don't Worry Be Happy" in her collection: 
This song makes me laugh because out at our cabin we used to have one of those 
singing fish. One of us kids, or one of our family friends would always push the 
button to play this song and dance. All of the parents would pretend to get 
annoyed. One time my dad took out the batteries so we couldn't play it any more. 
Sooner, rather than later, we found out, and replaced them so we could play the 
song some more. 
Tessa also described how she and her sisters would act like famous singers on a stage, 
creating choreography to every single song on Shania Twain's album, "Come on Over." 
Tessa also emphasized her past experiences with dance throughout her reflections: 
"I have danced my whole life. Whenever I hear piano or any calm music, I think of ballet 
positions. With any type of music, I always find myself dancing to it" (initial reflection, 
January 10, 2013). Tessa described her dance teaching experience framed in the context 
of the song "Shake Your Sillies Out": 
For three years in high school, in addition to taking dance, I also taught dance 
classes. One of the age groups that stuck out to me was the four- and five-year-
olds. I used to play this song in class and we would dance to the music. After the 
song was done, the dancers used to always shout "again, again!" They loved to 
dance to the Wiggles and I always found myself having this song stuck in my 
head. 
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In the midterm reflection (March 7, 2013) she added, "Even then I thought it was so cool 
how they could grab onto songs and everything, and kind of relate to it in a way, I guess." 
Tessa's dance participation continued in college with her membership in the university 
dance team. 
Perceptions of the course structure. In the midterm reflection, Tessa discussed 
her view of the course structure: 
It [the course] has really opened my eyes. I mean, this isn't about learning to be a 
music teacher. I could do ok, even if I didn't have any classes on it, because of 
my background, but I didn' t know this class was going to be on integrating music. 
A huge binder of everything you're supposed to teach in a music class wouldn't 
be what I need. 
She mentioned positive feelings related to the course, as well. "I really enjoy this course. 
I like all the different ideas. I think it is very fun and I am learning a lot of ways to 
integrate music into the everyday class." 
At the final interview (May 8, 2013 ), I asked Tessa if she would have preferred 
that the course had been structured differently, to focus more on music theory and 
learning to play instruments such as recorder and guitar: 
Oh, my gosh, I'm glad it wasn't that way. [Laughing.] Because there were quite a 
few girls in there who do have strong musical backgrounds, it would have been 
almost like a waste of time. Like, "I know this stuff." How do you differentiate 
between people with strong musical skills and people who have no idea? I'm 
really glad. I like the way that you did it. I feel like we're not going to have to 
teach the basic skills in music, because we will have a music teacher. I like how 
you showed us how to actually incorporate it [music] into lesson plans. That was 
the thing at the beginning of the semester. I was like, "I have no idea. No ideal" 
[How to incorporate music.] I like how you still taught us things [music concepts 
and skills] through that. Yeah, I really like the way that you did it. 
Perceptions of course activities. During the final interview (May 8, 2013), I 
asked Tessa to describe her perceptions related to a variety of activities from the course. 
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She reported that participating in model lessons was a positive experience for her, even 
though, at times, it pushed her out of her comfort zone: 
At first, I was just like, "can't you just tell us?" I was, like, tired! [Laughs.] But 
then, it was good, because I remember things now. If you would have just told us, 
I would not remember it. But like when we did listening, we had to actually do 
the activities. And I know everyone really liked this class, you let us do the 
activities! [Laughs again.] And, I mean, it is fun. 
Tessa gave a positive appraisal of the written assignments. "I like that they [the 
written assignments] made me think about why I was using things. Like the CD, we also 
had to write about it. It made the assignment meaningful. I would consider doing that 
with my own students." For each written assignment, I provided written feedback along 
with students' grades. Tessa appeared to be grateful for my written feedback: 
It lets me know that you really read it. I feel like some professors don't do that, 
they just look if it is done and give a grade. Some professors don't give ideas 
back about our lesson plans. It's nice that you gave us ideas, or let us know what 
part of our lessons you thought were really good, and what your ideas were. I 
really liked it. 
There were a number of opportunities, both formal and informal, for students to 
be in front of their peers throughout the semester. Tessa found these experiences useful, 
even though she admitted to being very nervous: 
I know I get so nervous up there. I don't know why, but I do. I'm sure everyone 
does, too. But then, I watch them [her peers], and I learn from them. The things 
that they say, the teacher talk that they use, I feel like I do learn a lot from that. 
Tessa also appreciated the opportunity to teach lessons to her peers, stating that 
"when you present, you actually put more thought into your lesson plan, because then it's 
like, 'oh, I actually have to do this."' Tessa's reflection following her final peer teaching 
(April 18, 2013) included both positive and negative appraisals. "I feel good about my 
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presentation. I feel that I had more material prepared and was ready to talk more about it, 
but got nervous when I stood up." This comment was in response to the time she spent in 
front of her peers. Tessa only used one quarter of her allowed presentation time. When 
asked how her peers were able to demonstrate understanding, Tessa noted the head nods 
she observed while she was presenting her lesson to the class. 
Changes in perception of music integration. In the initial reflection, when I 
asked Tessa to list the ways in which one could incorporate music in an elementary 
classroom, she came up with two ideas, singing and using music as a management tool. 
These ideas point toward the use of music apart from any connections to the curriculum. 
Similarly, the only examples of music integration that she recalled from her past involved 
playing music in the background or using music as a management tool. 
In Tessa's first formal peer teaching, around the midpoint of the semester, she 
described her group's song apart from any disciplinary connection. "I feel that it is an 
easy, fun, and energetic song to listen, sing, and dance to" (February 28, 2013). In the 
written portion of the assignment, Tessa alluded to a Level2 topic connection. "The 
song could be used to get the students excited about an activity or something that they 
may be doing soon." She then went on to describe the use of music as a management 
tool: 
It would also be a good song to play just when students have a free homework 
time for something fun and upbeat to listen to. If students have been sitting all 
day or not doing much movement, playing this song and having students sing 
along and step/clap to the beat would be a great way to get students moving 
around. 
As a portion of the midterm reflection (March 7, 2013 ), I asked Tessa if she 
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intended to integrate music in her future classroom. She stated that she planned to 
integrate music, and mentioned some examples; however, none of her examples 
connected music to other areas of the curriculum. The non-academic uses of music that 
she mentioned were "singing places, like when you're lining up for recess and when 
you're taking the lunch money and stuff' and also playing music while cleaning the 
room, playing music during free time, and drawing pictures to go along with a piece of 
music. Tessa also mentioned activities that were purely musical. She described 
performing with a recording as "tapping to the song," and writing music as "the dots and 
all that." Other musical activities Tessa described were singing and creating new lyrics 
for existing songs. I labeled one comment from Tessa's midterm reflection as a Level 1 
teaching tool connection, in which music typically serves as a memory tool. "If students 
are able to connect their learning to music, they will remember it better." 
For Assignment 3, Tessa wrote a song about the four seasons. She stated, "In the 
classroom, I would use this song during daily weather reports, when we covered this 
topic during science, or even on the first day of each of the seasons" (March 7, 2013). 
Her description of the song exemplified Level 2 topic connections. 
For Assignment 4 (April4, 2013), Tessa described three lesson ideas connecting 
the song "Where Were You (When the World Stopped Turning)" to different areas of the 
curriculum. All three of her ideas employed Level 3 thematic connections. Her idea for 
integrating music and history involved students listening to and singing along with the 
song, doing research about September 11, 2001, then giving a presentation about what 
happened that day. "By listening to this song and analyzing the lyrics, the students will 
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grasp the concept about how tragic this time in history was." Her second lesson idea 
integrated music and art. Students were asked to listen to the song and draw what they 
thought 9/11 was like for people: 
Through the song, students will be able to understand how hard this time was for 
the people and what emotions were being felt. When the students draw the 
picture, they are demonstrating their understanding of how hard this time in life 
was for the people, community, and families. 
Tessa's final idea, a lesson integrating music and language arts, involved students 
listening to the song before working on a poetry assignment in which they would 
"demonstrate an understanding of what happened in history, as well as using poetic 
skills." 
In my written feedback to Tessa following Assignment 4, in which students chose 
a musical example, analyzed it using the Facets Model (Barrett et. al., 1997), and 
brainstormed three integrated lesson ideas, I stressed that beyond listening to the song, 
elementary students should also analyze the song, and pointed toward musical elements 
she had used when describing the song herself(form, dynamics, tempo, and style). 
Regarding her idea to have students "draw what they think," I stated that in order to have 
integrity for the art portion of the lesson, students should demonstrate an understanding 
of visual arts elements and skills in their creations. Finally, I suggested that a connecting 
concept would help with the integrity between disciplines. For her music and language 
arts lesson, I suggested mood as a connecting idea, noting that students could analyze the 
mood of the piece by exploring musical elements beyond the text. Knowing that Tessa 
would choose one ofthese three lesson ideas to develop into her final interdisciplinary 
project, I stated that I thought her first and third ideas were especially promising. 
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For her final assignment (April18, 2013), Tessa chose to develop her lesson idea 
integrating music and language arts. She focused on the concept of mood in both music 
and language arts. Although the incorporation of a common concept would suggest a 
Level4 concept connection, the activities in her lesson were aligned with Level 3 
thematic connections and the music portion of the lesson did not change from her original 
brainstorm in Assignment 4. Students were still asked to listen to the song and "write 
down their thoughts or any lyrics that stand out to them." For the language arts portion of 
the lesson students were asked to "discuss what they each wrote down and then form a 
poem to demonstrate the mood of what happened on the day of September 11 , 20 11 
[sic]." Tessa included appropriate standards from each discipline in her written plan and 
the lesson objectives included music and language art; however, these were heavily 
weighted toward the language arts portion. Assessments were only suggested for 
language arts. In the final interview, Tessa commented that developing the final project 
was "kind of hard, because I wasn't sure ifl was doing it right. I wasn't sure ifl was 
supposed to have students do something with the music different than I had" (May 8, 
2013). 
Changes in attitude toward music integration. At the beginning of the 
semester, Tessa "hadn't put very much thought into" using music in her future classroom. 
In the midterm reflection (March 7, 2013), Tessa discussed things she considered being 
careful about when designing integrated lessons. She stressed that she would "make sure 
it [music] had a use in the classroom, especially ifl was in a school that didn't value 
music as much." She stated that she would "be careful for music with stereotypes," and 
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highlighted that it was "really important to know your students, know your parents." 
Tessa also described benefits associated with musically integrated lessons. The benefits 
for students she listed were "remembering and connecting with other subject material" 
and "coordination." The benefits for teachers included assistance with classroom 
management, a tool for teaching history, and getting students "more excited about 
learning." 
Tessa' s spoke positively about her perceptions of music integration in the closing 
comments of her midterm reflection. "I feel that every teacher should integrate music in 
some way throughout the day for students." In contrast, her comments in Assignment 3, 
which came at the same time of the semester, hinted at a desire to get the music portion 
of a lesson done quickly. "I thought this song could be used in kindergarten or first 
grade. It is very short and simple, so it would not take long to learn or sing" (March 7, 
2013). 
During the fmal interview (May 8, 2013), Tessa rated her attitude about 
integrating music in her future classroom as favorable. I then asked her to describe any 
possible favorable outcomes for students. Tessa replied, "rhythm," and paused. KH: 
"So, musical outcomes?" Tessa: "Yeah, how to keep a steady beat, I think that's a really 
important thing to do. Tap a beat, and it' s just really active and engaging for students." 
Tessa also mentioned classroom climate, stating the importance of creating a safe 
classroom environment, so that when music is incorporated "the students enjoy it, and 
have fun. " 
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Tessa also expressed positive feelings about collaboration with her peers, but 
noted that there should be more opportunities to experience collaboration as an 
undergraduate: 
I think it's really important to learn from each other. In all my classes, they ' re all 
saying how important it is to be able to collaborate with your peers, sharing lesson 
plans, and sharing ideas. I haven't seen that modeled in my methods courses. 
That's something where I wish we had more of it. We do group lesson plans, but 
it might be different in the real world. 
Changes in perception of subjective norms. In the midterm reflection (March 
7, 2013), Tessa described how others' perceptions of music integration would affect her: 
I feel like ifl had other teachers who didn't ever use it [music in their classes], I'd 
be hesitant to use it because I feel like the students would just be, like, "why are 
you being different?" I feel like I'd definitely try to [incorporate music], but it's 
going to take a while. I'd be thinking, "Is it okay? Can I do this?" And if the 
students aren't liking it [lessons integrating music], that's kind of discouraging to 
the teacher. I'd feel like I need to try to find something that they'll be interested 
m. 
Tessa also described a possible action she would take as a new teacher: 
I feel like if the school didn't like it [music integration], or hardly anyone was 
doing it, I would talk to the administrator about it and see what his feelings were. 
If the principal told me that I had to use music, I'd do my best to try to 
incorporate it. If they said that basic content was most important, I would 
definitely try to incorporate stuff [music] that was related directly to the content, 
like using songs to introduce a lesson or as a review game. 
At the fmal interview (May 8, 2013), Tessa felt confident about others' approval 
of her integration of music: 
I think as long as it's appropriate, they [other teachers, administrators, parents] 
would be all for it. As long as it has a purpose in the class, and as long as I have 
reasons and can justify how I'm using it, they'll see the benefit of it. 
As part of the initial reflection, I asked Tessa what experiences she 'd had with 
music in elementary classrooms as a student. She couldn't remember doing music in any 
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of her classes. In the midterm reflection (March 7, 2013), she recalled a few instances of 
music being incorporated in school: 
I had a junior high teacher that would play music as we were working on 
homework. That was always, like, a real favorite. We'd always ask her to play 
the radio. In kindergarten we sang songs, like the walking to recess one, but other 
than that, I don' t really remember much music in school. 
At the final interview (May 8, 2013), I asked Tessa to imagine her first teaching job and 
predict whether other teachers in her school would be integrating music or not: 
Yeah, I could see maybe kindergarten, but I just don' t think that many people will 
be. I don' t know. Maybe it ' s just because when I look back to elementary 
school, there just wasn't any of that, and so that's just how I feel like it still is. 
Also, I haven't seen any music integration in my observations here in [city]. 
Changes in perceived behavioral control over music integration. In the initial 
reflection (January 10, 2013), I asked Tessa to describe her confidence in her ability to 
incorporate music in her future classroom. Tessa replied that she was "confident in 
music, but confused as to how to implement it. " In the midterm reflection (March 7th, 
2013), Tessa commented, "I'm a good singer. I could sing with kids." Similarly, at the 
final interview (May 8, 2013), Tessa rated her music skills and abilities as "pretty good," 
noting that she could play piano by ear. "I had a teacher who would play something for 
me, and I could play it back really easily. I can pound it out, no problem. I know the 
basics." At the fmal interview, Tessa commented about the change in the other 
undergraduates ' confidence in performing music over the course of the semester. "I 
thought it was kind of funny how at the beginning of the semester, we were all kind of 
hesitant to sing, but at the end of the semester, we were all like, ' let's do this! " ' 
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In the midterm reflection (March 7, 2013), Tessa specifically addressed her 
confidence in music integration: 
In the older grades it's harder to integrate music for me, but I feel like I' d be 
pretty good [integrating music] with kindergarten because there' s always singing, 
or you can dance, but eighth graders are so judgmental. They will judge each 
other and themselves. That' s where I'd have to do more research, to know how to 
integrate it, because that's something that I don' t know. 
As a part of her first peer teaching (March 7, 2013) which occurred at around the same 
time of the semester, Tessa commented, "I would feel very comfortable doing this song 
with my class." Tessa also described her self-confidence related to finding musical 
resources: 
If I was in a really low-income school, we could always sing, we could always 
make up a song, or draw our own pictures to it, or make up words and lyrics for it. 
I feel comfortable being creative with resources. 
At the end of the semester, the area that Tessa identified as the one she would be more 
likely to integrate music than others was history: 
I would feel a lot more willing to integrate it [music and history] , because that ' s 
what I feel more comfortable doing. And maybe, like, some science stuff, but, I 
don't really know. I'm not sure yet. But actually, I feel like it [integrating 
science and music] might be really easy, like, you could look at the measures, and 
beat, and work it into something like that. (Final interview, May 8, 2013) 
Tessa described her confidence in teaching the lesson that she created for her final 
interdisciplinary project: 
If I were to actually teach this lesson, I would be very prepared to teach it. I 
would create a poem of my own to show as an example to the class. I imagine 
students would respond in a very mature way. 
88 
Although Tessa was very confident about her ability to do the lesson she had prepared, 
she described feeling less prepared, in general, to prepare and present lessons that 
integrated music: 
I feel , well, the ones [interdisciplinary lessons] we've had to do for your class, I 
feel like I did pretty good on them. There are some parts where the 'integrity for 
and between,' I'm still a little, like, terrified. [Laughs.] I had to look back at my 
notes to figure out what they were again [integrity for each discipline and 
integrity between the disciplines]. That's the part I really struggled with. Then 
finding the standards, that ' s also tricky. 
I asked if she thought she could have come up with her final lesson plan at the beginning 
of the semester. 
No! [Laughs.] No! [Shakes head vigorously.] I wouldn't have had any idea. I 
would have picked like, an ABC song, and just given it to kindergartners and had 
them sing it. Now I feel like I have just so much more knowledge and strategies 
for how to integrate it. I feel a lot more confident. And I can use music for more 
than just a single purpose. 
At the close of the final interview, Tessa summarized her perceptions related to 
her enthusiasm for and comfort level in integrating music with other disciplines over the 
course of the semester: 
I definitely changed my views on how I would incorporate music, because first 
going into it, I had no idea. And halfway through, I was kind of leery, kind of 
like, "Oh, I don' t know. Oh, I don't feel too comfortable." But now, I'm like, 
"YES!" And I'm really excited, too! And I find myself doing it in other classes. 
I'm thinking of connections there, as well. 
Case 1 summary. Tessa planned to teach upper elementary or middle school 
students. She began the class with strong, positive connections between her family and 
music. She reported appreciating a focus on music integration during the course, 
specifically noting that participating in model lessons, written assignments, and peer 
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teaching helped her in developing the skills necessary to integrate music in her future 
classroom. 
As the semester progressed, the levels at which Tessa mentioned and used music 
integration developed. She began the semester with no mention or use of music 
integration with a disciplinary connection. By the midpoint of the semester, Tessa had 
alluded to a Level 1 teaching tool connection, using music as a memory tool, and Level 2 
topic connections, using music to enrich other subject areas. She also continued to 
describe the use of music apart from disciplinary connections. Near the end of the 
semester, Tessa described three Level 3 thematic connections, in which music and other 
subjects explore a common theme. Even following suggestions to modify her ideas and 
incorporate Level4 concept connections, Tessa's fmal project exhibited Level 3 
connections. 
Tessa's self-reported attitude toward music and music integration, perceptions of 
subjective norms, and perceptions of behavioral control changed over the course of the 
semester. She started the semester with fairly neutral attitudes about music integration, 
displayed somewhat favorable attitudes around the midterm, and described favorable 
attitudes at the end ofthe course. Tessa's perceptions regarding the effect of others ' 
approval on her intentions to integrate music changed drastically, going from a 
perception that others' approval or disapproval would have a major influence over her 
actions at the midpoint of the semester to a perception that others' approval or 
disapproval would only have a minor influence over her actions at the end of the 
semester. Although Tessa' s perceptions regarding the effect of others' approval changed 
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greatly over the course of the semester, her perceptions of others' actions regarding music 
integration only changed very slightly. Finally, Tessa's perceptions of behavioral control 
improved over the course of the semester. She began the semester somewhat confident in 
her ability to integrate music, but ended the semester feeling confident. 
Case 2: Zach 
Zach was a third-year elementary education major. His mom was a kindergarten 
teacher, and he was hoping to follow in her footsteps, but he stated he would be happy 
with first or second grade, too. Based on his responses in the initial reflection (January 
10, 2013), Zach was placed in the informal previous musical experiences category. Zach 
stated that he played the saxophone "on my own terms as a hobby," and was teaching 
himself to play piano. "I have a little keyboard in my apartment and I play that to try to 
figure out songs and whatnot." His favorite genres were jazz and hip-hop. Even though 
Zach stated, "I didn't take any formal instruction and don' t really plan on taking any 
formal instruction," the importance of music in Zach' s life was evident in his written 
descriptions of the songs that he chose to include on his Assignment 1 CD (January 24, 
2013). The liner notes included with his CD opened with the following statement, "I 
could write paragraphs upon paragraphs about the 2,477 songs that didn' t make the cut, 
and novels about some of the songs that did." In his midterm reflection (March 7, 2013), 
Zach stated: 
I have to listen to music all the time. It' s one of my big things, especially in the 
car. I can't really study with music, but I get my homework done really fast so I 
can put on music and just sit there and listen to it. I can't really listen to music 
and read; it's not a multitasking thing for me. I'm a big fan of music. I just love 
it. 
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He described certain songs on his Assignment 1 playlist (January 24, 2013) as 
"powerful," "captivating," and "heavy." All of the songs he described had positive 
associations for him. This can be seen in his explanation of the song "Smooth Operator": 
My dad used to own a 1992 white Cadillac Deville. We used to ride around 
listening to music and drinking milkshakes from Del' s Place. This song always 
came on. It's one of the earliest memories I have, just riding around listening to 
Sade and Pink Floyd and Tower of Power. 
The role of his family came through in his midterm reflection (March 7, 2013), as well. 
Zach recalled lots of informal performing and singing with his family around the house: 
We were remodeling our house when I was a kid, so our living room was big and 
empty. I remember on Sunday mornings we'd go out for breakfast and then we'd 
come back and my mom would put on her favorite Madonna, or the Bangles, or 
whatnot, and we'd dance around the living room floor like a big stage. 
Zach's easy-going nature and light-hearted humor comes through in his song 
descriptions (Assignment 1, January 24, 2013). When describing a song from 2002, 
"Hey Ma," he wrote: 
Middle school, anyone? 2002 was a good year- I was 11. As a society, we were 
fresh into a new millennium. Pharell and the Neptunes were dominating the 
charts and it was an iconic time. I wish I could live middle school again. I had 
some swagger in middle school! 
He described the piece "Analog" in a similarly laid-back way: 
This song just makes me think of summer. And BBQ's. And jet skis. And 
sandwiches. I love that time of year so much. When school's done, I'm set on 
moving somewhere where it is summer all the time. I love the ocean, too. It's 
like a big lake. 
Self-admittedly, Zach did not "go into too much depth" with his rationales for including 
specific songs on his CD. He went on to explain that choice. "I feel like with music, you 
don't have reach too far to feel a connection." Zach's personality shone through in his 
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peer teaching lessons, as well. During the group song presentation (February 28, 2013), 
Zach enthusiastically described how he would start the whole class on the song "Down 
by the Bay." "OK. We' ll do the fust three words, ' down by the, ' and then you guys 
come in on the rest. Count on coming in strong!" [Everyone laughs.] When the song 
began, Zach sang with gusto, not quite in tune, but very earnestly. He even had the 
whole song (many, many verses) memorized. 
Perceptions of the course structure. In his midterm reflection (March 7, 20 13 ), 
Zach shared his perceptions of the course: 
It' s been great to have those things [ways to integrate music] brought into 
consideration. It' s been enlightening in ways. It's nice to go to class and talk 
about music because that is that something that I enjoy. It's not coming to class 
and talking about math, which is something I don't necessarily enjoy as much. 
He went on to demonstrate that he was thinking critically about course content: 
I never really considered how music could be really tied into every aspect of the 
classroom. There have been some excellent points brought up about how music 
can be involved in every aspect ofthe classroom. Should it? Not necessarily. I 
guess that all comes with experience and just thinking about your classroom and 
knowing your kids. 
Similarly, at the fmal interview (May 6, 2013), Zach showed evidence of thinking deeply 
about the course content. He talked about the perpetuation of music in schools that could 
occur if pre-service elementary teachers learned about music integration: 
Whether you really enjoy music a lot or you don' t, you should still have some 
education about it. Then teachers will connect music and it's just going to 
progress. When those students become the teachers, they'll have more 
background, and then it [music integration] will just keep going. 
In the final interview, I asked Zach about his perceptions of the course structure. His 
response demonstrated his appreciation for the focus on music integration: 
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I think the way it was structured was super-helpful for everyone. Not all of us 
want to learn how to play guitar, keyboard, or really even care how to read music. 
And really, how good would you get in one semester? I don't think reading 
music, or learning to read music would be all that important for working with kids 
because I'm most likely not going to be teaching them to read music. But 
generating ideas about how to integrate music, how to integrate music into the 
curriculum, it was just, yeah [laughs], I liked the format of the class. It was just 
really helpful for me to understand that you can integrate music in your 
classroom, and you don't have to be, like, super trained, you don't have to be able 
to read music, or play, or even sing well, you can just do it. 
Zach had some suggestions about re-structuring the course. One idea was in 
relation to the way students in the course received feedback: 
I don't wish that there had been written feedback from peers. I don't think people 
would actually take it seriously and do an in-depth critique of each lesson, but 
written feedback from the teacher is great. I think taking it a step further, if you 
[faculty] were even, like, able to meet with them [students], if even just two 
minutes after their presentation to discuss how it went, that would be great, that 
verbal feedback. 
Another idea that Zach suggested was more contact time in order to allow art and music 
to each be covered twice a week (final interview, May 6, 2013). He also had ideas about 
the structure and order of assignments in the course. Zach stated that enjoyed having the 
interdisciplinary lesson and peer teaching at the end of the semester, calling it a capstone 
project: 
It could also be cool to have a similar project at the beginning of the semester, and 
then do the regular project at the end of the semester, to be able to compare. We 
could all say, "Look how much I know now." 
Perceptions of course activities. During the final interview (May 6, 2013), I 
asked Zach to describe his perceptions related to a variety of activities from the course. 
Zach noted that active participation in model lessons enhanced his learning of the 
content: 
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When we physically had to get up and do something, or collaborate with our peers 
in the class, it helps you remember what's going on a little bit better, maybe you 
draw from that further down the road. Definitely the movement examples and the 
games would have totally just gone over my head, if you had only mentioned 
them in lecture. 
He perceived that the written assignments enhanced his learning, as well: 
It' s always helpful to get ideas down on paper, and it definitely helps to tie them 
in with your experience. Like when we presented our song to the class and we 
had to turn in a written assignment, too, students took away more from it than if 
we had just been required to do one or the other. 
In the fmal interview (May 6, 2013), Zach reflected on peer teaching, both from 
the perspective of the teacher and the student. Regarding presenting lessons to his peers, 
Zach commented: 
It helps you really get your stuff together. It helps you to be tight and ready to 
present. You defmitely put a little more thought into it. If I had just had to turn in 
something like Assignment 4, ifthat had been the final project, then, you know, it 
just would have been done in passing, I guess. But then, when I started 
Assignment 5, I couldn't fmd a recording of my song on YouTube. There was, 
like, one recording from Korea, ofthem singing 19 seconds, and that wasn't 
enough. So I thought, this is not going to work, and I had to re-think everything. 
It helped me dig deeper. I think I ended up designing a better lesson, that I was 
way more pumped to teach. Instead of doing a history lesson about the state song, 
or, like, a language arts lesson where students re-create lyrics to the song, or draw 
pictures, or whatever, about how beautiful the state is, instead of doing that, I 
designed a sustainable resources lesson. I was way more excited for that one; I 
had more passion about it. Ifthe assignment hadn't been for us to present, I 
wouldn't have done it. It just felt like the steps led me there. 
Zach also spoke about enjoying the experience of watching his peers present lessons: 
It was fun and I'm glad that we got to see those presentations. It helps just 
generate more ideas about how you could integrate music in the classroom on all 
levels of the curriculum. There were some crazy songs. I was amazed at the 
variety. Across the board it was really cool. 
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At the final interview, I asked Zach about his own reflection and self-assessment 
over the course of the semester. He admitted that he hadn't done much reflection 
throughout the semester, but acknowledged the importance of self-reflection: 
I maybe wasn't looking as far ahead as I should be, should have been. I'd reflect 
on how I did on an assignment, but as far as tying into my future, I didn't look 
that far ahead. But I'm glad that you brought that up, because now [laughs] , I'm 
going to. 
Sometimes reflections were required as a part of class activities. In a written reflection 
following his fmal peer teaching, Zach stated, "I feel my presentation went well. I tried 
to keep my presentation organized, engaging, and relevant. I feel the quality I put into 
preparing for this presentation showed during it" (April 18, 20 13). 
Changes in perception of music integration. At the beginning ofthe semester, 
students were asked to brainstorm all the ways one could incorporate music in a regular 
elementary classroom. Zach' s ideas included making up songs, using music to gain 
students' attention, and playing music during movement times, such as before recess or 
when students were getting reading to go to the library. He also volunteered that he 
would use music in all these ways in his own elementary classroom. Each of these 
activities, with the possible exception of "making up songs" (initial reflection, January 
10, 2013), used music for non-academic or behavioral management purposes. At the 
midpoint of the semester, the types of musical activities that Zach mentioned spanned 
more levels of integration. His ideas included singing songs and changing the lyrics to a 
simple song (purely musical ideas); creating visual art to portray the lyrics of a song 
(potential Level4 conceptual connection); engaging children in a lesson (potential Level 
2 topic connection); using music as a break in between activities; using music because it 
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is fun; and helping with transitions between other activities (non-academic purposes). 
For Assignment 2 (February 28, 2013), groups of students presented songs to their peers. 
Zach again described using a song for non-academic purposes: "I would use this song in 
a classroom to help my students relax, have fun, and practice singing in tune with a 
group." 
In the midterm reflection (March 7, 2013), Zach highlighted the power that music 
has to help students remember content from other disciplines (Level 1 teaching tool 
connections): 
I think it's so easy to hear a song and then hours later find yourself singing it. 
You think, "Why am I singing this?" But it's because music has amazing benefits 
for memory. It's just a great tool for transferring information and for getting 
things to stick in kids' brains. Songs are such a great way to pass along 
information and make sure that it gets stored up there. I remember lyrics to songs 
from my childhood that I have no business remembering. Not just pop radio 
songs, but lyrics of songs that I learned in grade school like "Little Blue Top." I 
can sing that song perfectly. I learned that song in first grade and I'm 21 years 
old now. I have no business remembering that song, but it's stuck in my head. 
For Assignment 3 (March 7, 2013), students were asked to change the lyrics to 
two existing songs. Zach's first song exemplified Level 1 teaching tool connections, 
when music is integrated in order to help students memorize addition facts. "This song 
was created to help younger students remember addition facts. It can be used for 
multiplication, subtraction, or division facts, as well. It is a simple song with easy to 
remember lyrics and a clear message." His second song was characteristic of Level 2 
topic connections, using music to enhance another discipline. Zach's song was called "A 
Little Fall of Rain," and fit with the tune "Twinkle, Twinkle." 
Sprinkle, sprinkle, a fall of rain, 
Sunlight shines, earth is dry again, 
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Little plant begins to grow, 
Soon it will have leaves to show, 
Sprinkle, sprinkle, a fall of rain, 
Plants need sun and water to maintain! 
Zach' s description of his song highlights his intention to use music to enhance science 
content: 
I wanted to keep it simple. This song expresses how sun and water help plants 
grow and survive. This song is intended for K-2 students. I envision students 
singing this song over the course of a unit about water, plants, and sunlight. It' s a 
simple song that can be used to introduce and remind students why and how 
plants grow and survive. 
In Assignment 4 (April4, 2013), Zach described three lesson ideas connecting the 
[State] state song to different areas of the curriculum. All three of his ideas were 
characteristic of Level 2 topic connections, where music is used to enhance another 
discipline. His first idea connected music and language arts. In the lesson, students were 
asked to examine the lyrics of the state song then construct short essays describing the 
"beautiful landscape of their state" and the "pride they have for their state." His second 
idea integrated music and history. He imagined presenting the state song at the beginning 
of a unit about the state 's history, then singing the song throughout the unit. Zach' s fmal 
idea connected music and art. Students would listen to the song, "decipher the lyrics to 
pick out vocabulary," then create art that specifically showed the landscape of the state. 
In my written comments about Zach' s assignment, I asked him to make sure to have more 
detail regarding the language arts, history, or visual arts portion of the lesson. I reminded 
him about integrity for each discipline and directed him to use art, language arts, or 
history skills and concepts, and to make sure to analyze more than just the text of the 
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song. I also asked guiding questions about possible connecting concepts that he could 
use for the fmal project. 
For his final project (April18, 2013), Zach completely switched gears and 
decided to go with the song "You Oughta be Savin' Water," a new song in the 
Schoolhouse Rock series. The objectives and assessment that Zach included in his 
written plan dealt exclusively with science. The lesson exemplified Level 2 topic 
connections. He noted that the lyrics of the song promoted sustainability and contained 
strategies for conserving water resources and commented that "the music from 
Schoolhouse Rock represented perfectly the message that I wanted to address and also 
shed light on the situation in an entertaining, informative manner." After a class 
discussion of water as a valuable resource, students would listen to the song then "create 
a pledge in which they vow to save water and list the ways they will do it." Additionally, 
Zach imagined that students would "decorate their pledges using crayons to show 
illustrations of water and ways they can conserve it." The only obstacles Zach 
envisioned were science related, as well: 
I believe this lesson to be a great topic for kids to study. I feel that it would be 
easy enough to implement in any classroom. If set up properly, I anticipate 
students responding positively to the challenge to conserve water and protect our 
planet and all who inhabit it. The only real challenges I envision are getting 
students to truly grasp the seriousness and consequences of the issues being 
discussed. 
I asked Zach if he thought he could have come up with this project at the beginning of the 
semester. Zach stated, "I think I was capable, but I think it was defmitely better to have it 
at the end of the semester, just to tie in everything that I've learned" (fmal interview, May 
6, 2013). 
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At the final interview (May 6, 2013), Zach reinforced his previous thoughts about 
ways music can be incorporated in the classroom. "Like, look at the alphabet song. I 
mean, how many kids would know the alphabet, at, like, three and four, without the 
alphabet song?" He also mentioned non-academic outcomes of music integration and the 
importance of music as its own discipline: 
I think it [music integration] definitely makes education a little bit more fun. 
Sometimes, it's just a little bit more relaxed. It's another medium to reach kids. 
Not only connecting to other areas of the curriculum, but just teaching them about 
music, because that's just another thing on its own. That's very important to 
learn, at least in my opinion. 
Changes in attitude toward music integration. Zach discussed emotional 
benefits he experienced through music, and connected those benefits to his performance 
as a future teacher: 
I just think it's beautiful. I know music is just such a relaxing thing for me, that 
when I put it on, I instantly go to this more comfortable place. Sometimes ifl'm 
upset, I just have to put on my headphones. Maybe I'll be a better teacher if I can 
listen to music. Teachers get frustrated in their classrooms, definitely, and maybe 
just putting on that right Dave Brubeck piece at a time when I feel stressed will 
call me down, help me clear my head, and continue on with my day. Maybe I just 
need to hear that music at lunch so I can go on with the second half of the day. 
(final interview, May 6, 2013) 
In Zach's initial reflection (January 10, 2013) at the beginning ofthe semester, he 
noted that prior to the course, he had considered integrating music with other subjects, 
"but hadn't really thought about details or what I would teach them." By the midterm 
reflection (March 7, 2013), Zach predicted, "I definitely intend to integrate music in my 
classroom." He added that music integration was "not something I've really thought 
about too much. It will definitely be something that comes naturally. That's the kind of 
person that I am. I think it's just natural that music will be a big part of my classroom, at 
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least I hope so." There were no grades associated with any of the course reflections, 
suggesting that students' comments reflected their actual opinions, rather than what they 
thought I wanted to hear. 
In his midterm reflection (March 7, 2013), Zach discussed his feelings regarding 
potential drawbacks related to music integration. He also suggested that he had a strategy 
in place to deal with those potential problems: 
I think music can be a distraction at times. You just have to be smart and be 
aware ofyour classroom. You have to think about when you' re going to be using 
music and how you're going to be using music, whether it's a song that children 
are singing, or whether it's just music that you're playing in the downtime while 
children are working silently. I think that if you' re just conscious of the ways that 
you're integrating music, really knowing your classroom, knowing your school, 
as long as you're smart about it and conscious about your decisions, I think those 
drawbacks are easy to minimize or counter. 
Throughout the semester, Zach discussed potential benefits associated with music 
integration, often using ardent, animated language and gestures: 
Music has amazing benefits of attention depending on what kind of music you 
play and in what atmosphere you play it. I think it can be a really relaxing thing, I 
think it can get kids pumped up and ready to learn, or ready to go outside. I think 
it just has numerous benefits for [the] classroom, some that haven't even been 
explored yet, so there are no reasons for counting music out in classrooms. I just 
think it belongs in every part of your life. (midterm reflection) 
Similarly, in Zach's reading quiz (February 28, 2013), he stated, "Music should be 
included in elementary classrooms because like reading, music is present and addresses 
all disciplines. Music is everywhere, so it's natural that it should be included in 
elementary classrooms." At the final interview (May 6, 2013), Zach reinforced his 
previous beliefs regarding the importance of music integration: 
I'm very much in favor of music integration. I think it's possible to integrate it 
into any subject area and any level of the curriculum. I think it's another platform 
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to reach kids, you know, all students are different, and you just try to get the 
information across to them any way that you can. That's really your job as a 
teacher, to make connections, make sure that students are understanding the 
material, and to make sure that they are motivated about it. I think music is just 
crucial for the classroom. 
In addition to potential benefits for his future students, Zach expressed positive feelings 
about collaborating with his future colleagues: 
It is super-helpful and super-critical for teachers to be collaborating, especially 
when it comes to integrating music in the classroom. Two heads are better than 
one. It might just be a little bit more comfortable, too, if you and another 
kindergarten class are learning the same song together, practicing, instead of 
doing it on your own. 
He also noted that initially music integration might not "work out for everybody, maybe 
success and results don' t happen right away. Maybe the benefits are not so tangible. 
Maybe they surface years down the line, you never know. You never know the impact." 
Changes in perception of subjective norms. In the midterm reflection (March 
7, 2013), Zach discussed his expectations regarding his future music integration, noting a 
desire for the support of upper administration. "I definitely see music having a place in 
my classroom in some form. I hope that in the future I have my administrator's support 
and my fellow teachers' support for integrating music." He also discussed what he would 
do if he felt normative pressure from students. "I think I'd try to fmd that balance. I 
don't want to overwhelm some students by having music constantly playing. At the same 
time, I don't want it to be something that students feel is lacking in the classroom." Zach 
then summarized his current thoughts regarding subjective norms, suggesting that he felt 
normative pressures would not greatly affect his future decisions about incorporating 
music in his classroom: 
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I wouldn't be afraid to go against the norm and definitely make music a big part 
of my classroom. I'm not really worried about the peer pressure, or whatever you 
want call it. I would fust weigh all the factors: students, parents, teachers, 
administrators, and how the school views music. I'm aware of all those factors 
now, but I guess we'll just have to see how they play into my future decision-
making. I say right now that I wouldn't let those factors negatively affect my 
decision to implement music in my classroom, but I mean, who knows? 
Hopefully I'm placed in a school that values music, where it is easy to implement 
music in the classroom. Say it is the opposite, and [I'm placed in a school where 
they are] still trying to find that balance, I'd definitely try to implement music. I 
guess it's just what works best in my classroom. 
In the final interview (May 6, 2013), I asked Zach to predict others' reactions if he were 
to integrate music in his first teaching job. His comments again illustrated his perception 
that subjective norms would only have a negligible influence on his actions related to 
music integration. He also noted a desire for positive normative pressure to integrate 
mus1c: 
I really don' t think anything would be said. I think these days, so many 
educators ... are worried about their curriculum. "Are we meeting standards? Are 
we up to par as far as other schools in the state? Other schools in other 
countries?" I think that's why music gets left out. I don't think a lot of educators 
see the benefits. I think my principal will want me to be focusing on common 
core and making sure that kids are learning that material, and will expect that 
music will just be ignored. I really hope, I really hope, though, that there's 
pressure from my fellow teachers and my administrators to make sure that music 
is in the classroom. It' s definitely something that I hope to do. 
At the beginning of the semester, I asked Zach about musical experiences he 
remembered occurring in regular elementary classrooms when he was a student. He 
recalled that music "happened more often in kindergarten through third grade," but he 
could not remember "ever doing it in fourth grade or beyond" (initial reflection, January 
10, 2013). At the midpoint of the semester, Zach recalled a teacher using music as a 
management tool. "I remember in high school I had a teacher who just always played 
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music in transitional times. It really worked out for me as I got to hear a lot of different 
music through him" (midterm reflection, March 7, 2013). At the final interview (May 6, 
2013), Zach imagined his first teaching job and predicted that other teachers at that 
school would not be integrating music into their classes: 
You know, I don't think they'll be doing it. I think there's a trend, that, you 
know, if a school has a music teacher, that she can handle everything. Or if there 
is a band program, they're learning how to play instruments in band, so we don't 
need to practice any music in the classroom. I haven't seen any music in my 
practicums [observations in the public schools]. I really don't think many 
teachers integrate music to the classroom. 
Changes in perceptions of behavioral control over music integration. In his 
first written assignment of the semester (January 24, 2013), Zach stated that he could play 
the song "Miss You" on the piano. "It's not hard. But since I'm not a piano player, I 
consider it quite the accomplishment." In the final interview (May 6, 2013), Zach rated 
his musical skills and abilities. He was honest about his lack of formal experience, but 
showed confidence in his ability to integrate music successfully: 
[Laughs.] Hmmm, they're okay. I mean, I know my way around a keyboard. I 
really play by ear. Definitely these days, I know a little bit more where to go to 
find the resources I need. I think I'm at a good level today where I could just pick 
up and integrate music in the classroom. 
Later in the interview, he talked about the quality of music in integrated lessons. Again, 
his perception of a lack of performance skills (and his future students' potential lack of 
musical skills) did not affect his confidence: 
You may not be able to sing in tune, but if it's you and a bunch of out-of-tune 
little second graders, at least you all know you were experimenting with the 
music. It doesn't have to sound good for it to be integrated into other lessons. I 
mean, I know I don't have a great singing voice, I can't read music very well, or 
even play that well, but I still think that it's something that I'm capable of. 
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At the beginning ofthe semester, Zach characterized himself as only "somewhat 
confident" (initial reflection, January 10, 2013) in his ability to incorporate music in his 
future classroom. His frrst peer teaching (February 28, 2013) was a group presentation 
ofthe song "Down by the Bay." "This is a very fun and upbeat song that I [would] feel 
completely comfortable doing with almost any class. The lyrics are simple. The tune is 
catchy and the song is sung at a tempo that is easy to control." In his midterm reflection 
(March 7, 2013), Zach again highlighted his comfort and confidence in integrating music 
with other disciplines: 
I understand its role in the classroom- how it should be used, how it shouldn' t be 
used. I think it doesn't take too much training or too much thought, as long as 
you're being responsible. It ' s just so easy to implement music in the classroom. 
Zach commented in the final interview (May 6, 2013) that music could be integrated into 
any subject, but he stated that he "really can see, like, math and science. Those areas are 
just so cut and dried, it would be really helpful, and really cool to integrate music into 
those areas, like [I did with] the song for my final project." He then discussed his relative 
lack of comfort teaching math lessons: 
I've never been great at math. I always have that fear that I'm going to make 
some math mistakes on the daily [homework assignment], or my kids are just, 
like, suffering the consequences of me not making math straightforward. But, at 
the same time, that' s just a tiny fear. I feel like, these days, I'm very capable of 
writing a lesson plan, a good one, in any subject. 
Zach's comments throughout the semester suggested high levels of confidence in his 
ability to integrate music successfully: 
I think I'm at a high capability to do that [integrate music] , just having been 
exposed freshly in this class. I know where to go to find these resources now. 
I've seen examples of music being integrated into the classroom. I think I kind of 
know how it's supposed to go, and I've got that drive, I guess. I want to integrate 
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music into the classroom. I think anything is possible with the right kind of 
motivation. (fmal interview, May 6, 2013) 
Case 2 summary. Zach was very passionate about the importance of music in his 
life and described many positive associations he held with music, including the role of 
music in his family. Throughout the semester, he expressed an appreciation for the focus 
on integration in the course. Zach described the valuable roles that active participation in 
model lessons, written assignments, and peer teaching played in enhancing his learning of 
the course content. 
Throughout the semester, I labeled students' descriptions and uses of music 
according to Wiggins's (200 1) levels of integration. Zach showed a slight change in the 
way he described and used music over the semester. He began the semester with ideas 
for using music in non-academic ways. He continued to emphasize these uses throughout 
the semester. By the midterm, Zach's comments indicated Levell teaching tool 
connections, using music as a memory tool, and Level 2 topic connections, using music 
to enhance another discipline. Near the end of the semester, Zach described three lesson 
ideas that I labeled as Level2 connections. His final project also exhibited a Level 2 
connection. 
I found mostly minor changes in Zach's attitudes, perceptions of subjective 
norms, and perceptions of behavioral control over the semester. His comments reflecting 
his attitude toward music integration exhibited the largest change, ranging from 
somewhat favorable attitudes at the beginning of the semester to very favorable attitudes 
at the midpoint and end ofthe semester. Zach's perceptions related to subjective norms 
and the role that others' approval would have on his own music integration did not 
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change. Throughout the semester, he perceived that others' approval would only have a 
negligible influence on his actions. Similarly, Zach' s perceptions related to subjective 
norms and others' actions were very stable. His perception throughout the semester was 
that other classroom teachers typically integrate music only a negligible or slight amount. 
Finally, Zach' s perceptions of behavioral control changed only slightly during the course. 
Although Zach ended the semester very confident in his ability to integrate music in his 
future classroom, he started the semester already confident in his ability, so the overall 
change in perception was small. 
Case 3: Payton 
After graduation, Payton planned to move to a ranch in a remote, rural area that 
was served by a few one- and two-room schoolhouses. In that area there was a very 
small town, which had single sections of each grade in its school. Payton hoped to teach 
first, second, or third grade, but was realistic about her chances in such a small job 
market. In her initial reflection, it was not surprising to find out that her family and faith 
played large roles in her musicianship: 
I have been singing since I was little. I was in a church gospel choir that traveled 
around my area from fourth through eighth grade and I have sung in different 
worship events at my church since fourth grade. Every time I go back to my 
hometown, they want me to sing again. [Laughs and shakes head.] They find me! 
I was only in school choir for a part of one year. I quit because I didn't like the 
teacher. When I was little, I could listen to a song and then make it out on the 
piano. I didn't have the attention span to sit through music lessons, though. That 
didn't work out for me. (January 10, 2013) 
Payton depicted a strong emotional connection to the songs she chose to include 
on her CD for Assignment 1 (January 24, 2013). She included songs with connections to 
a variety of people and events. There were three songs that were connected to her 
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husband: a song from the night she and her husband met, the song to which she and her 
husband danced at their wedding, and a song about their future together. Payton did not 
simply mention the connections of the songs to her husband, though. For example, when 
describing "It Had to be You," a song from their wedding, she explained: 
We continue to dance and listen to this song, usually after a romantic dinner. I 
love this song because it feels as though the feelings in my heart are being sung in 
this song; it speaks so clearly of my feelings toward my husband. 
When clarifying her rationale for including "Long Black Train" on the CD, she described 
her hopes for the future: 
After college, my husband and I plan to move to his ranch. We hope to have four 
children and raise our children up with hard work and love at the center of our 
home. We want a simple life, living on the ranch where our simple dream of 
living together and raising a family will come true. 
On a different emotional level, Payton included four songs that she connected with her 
father and her faith: 
In March of 2011, my dad was in a work related accident, passing away three 
days later from head trauma. He was the most wonderful man, whose sense of 
humor was unmatched, his generosity was untouched, and his love was unfailing. 
He was always on my side and supported me in everything I did. This was the 
most difficult season of my life thus far. Throughout this time, and I realize for 
the rest of my life, I have had to, and will need to continue to, rely on the Lord for 
strength. I realize that I cannot walk this life alone, but He has always been there 
and will never leave me or forsake me. 
Perceptions of the course structure. At the fmal interview (May 7, 2013 ), 
Payton described her perceptions of the course structure, stating that she preferred the 
model we used, which focused on music integration: 
I'm pretty confident in music, but I feel, like, if I wasn't, and I had to learn how to 
play the recorder, in one semester, and then I was supposed to go into a classroom 
and teach kids how to play recorder, or play along with them on guitar, or teach 
them to read notes, I couldn't do it. 
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She then gave specific reasons for her preference: 
Learning how to use songs to enhance different lessons, and integrate it, is 
invaluable, because there are so many songs, so much music that can connect. I 
feel like that is so much more valuable for students [pre-service teachers] than 
saying "oh, let's just play the recorder." This class was much better [than the 
alternate model] because now I have strategies that I can take into the classroom 
and integrate it [music] into everyday lessons. Whether or not I can play guitar, I 
can get out rhythm sticks, and my students can tap on the ground and analyze the 
structure of a piece. I can take that right now, and go into a classroom and teach 
it. I'm ready, and I know that I'm prepared to use music. That's what you want 
in methods, you want a methods class to get you ready to teach, to take what 
you've learned, and take it right into the classroom. Most of my classes are about 
"how to write lesson plans" or "how to do this and this," but this class was [based 
on] practical strategies that I can take to the classroom. For example, I feel like I 
learned fifth grade science material, but not how to teach fifth-grade science. 
Practical strategies, that's what I want. I want to know what works in the 
classroom, and what doesn't. I don' t need to know how to play recorder. I could 
look it up on Y ouTube, if I really wanted to. 
Perceptions of course activities. During the fmal interview (May 7, 2013), I 
asked participants about their perceptions related to a variety of activities from the 
course. Payton was extremely animated as she described what she saw as the advantages 
related to active participation in model lessons: 
I love active participation because I get bored so easily. If I'm not engaged, I'm 
gone. If you had told us to do rhythm sticks, but didn' t show us, I mean, I've 
never heard of rhythm sticks before! I never had a music class when I was little, 
because my school was so small. We had a guitar, and we were the Gospel Gals 
at church [trails off]. I feel , like, if you had just said, "use rhythm sticks," but not 
had us do them ourselves, I wouldn't have gone and looked it up, and I still 
wouldn't know what they were. And if you hadn't made us do it, I probably 
wouldn't be thinking of doing it myself, because it wouldn' t seem like you valued 
it enough for us to spend the time on it. If you would have said, "do it," but didn't 
model the activity, it wouldn't seem like you cared. Since you showed us, I know 
that it's valuable. And now, I look back at that activity, just as one example, and I 
loved it. Listening to songs is another example. I liked all the ways you led us in 
our listening. I know that I could implement that in my classroom. I never 
would've thought of that before. I know how I can lead students' discussion, I 
know I can guide their listening, [asking things like] "What do you think about 
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this? How does this compare to that?" So, I loved it, and I was engaged, and not 
bored. [Laughs.] Really! I'm not just saying it! 
Payton also perceived that the written assignments were beneficial to her and her 
classmates during the course: 
Yeah, I liked that. You have to do some stufflike that [written work]. You can't 
just be "doing" only. Active participation is best, but you have to do some written 
work. Music won't always just be listening, or playing, or singing. You have to 
think, and write, and speak. I also think that we can't ask our future students to 
do something if we haven't done it before. So, I'm glad we had to write about 
music. You really modeled that. I liked the CD, I felt like that was really fun. I 
liked talking about it, and sharing, but I also liked writing about it. Sometimes, 
too, people struggle with presenting, but they are better at writing. 
Payton was satisfied with the written feedback she received throughout the semester, but 
she did not elaborate. 
There were a number of chances, both formal and informal, for students to teach 
their peers throughout the semester. Payton demonstrated a high level of confidence in 
her own peer teaching and also expressed praise for her fellow classmates' teaching 
expenences: 
I felt pretty confident. Yeah, I'm not shy. I felt pretty confident, and then some 
people were just awesome. They had really great ideas, and I thought my ideas 
were, like, pretty good, but their ideas, wow, they were just awesome. I really 
enjoyed it [participating in lessons her peers presented], because I love to listen to 
other people. It was good to be able to get up there and talk about music, too. 
Teaching a music lesson is not what we normally do in any of our methods, so 
practicing integration, I think that was really important for us to be able to do. It's 
one thing to write it out, "this is what I would do," it's another thing to have to 
know it so well that you can explain it to others, and to talk about it, and be 
passionate about it. (final interview, May 7, 2013) 
The following excerpt from Payton's first formal peer teaching experience exemplifies 
her confident teaching style and her rapport with the class (February 28, 2013): 
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Payton gave a grand sweeping gesture, and said, "Here we go, we're going to sing! 
Sing with a smile! As we're going to start this, just a little heads up so you know 
what we're doing; we're shaking it up just a little bit. So, you know how Buzz 
Light-year, when he flies, he goes chhhhhhhshhh? [Does Buzz Light-year move.] 
We're going to start it like that! So, when the song starts, you might like to start 
like Woody, like a lasso [shows a lasso move], or you might like to start like Buzz 
Light-year [does Buzz Light-year move again]. Just watch me!" Payton was very 
confident and smiled broadly. As the music started, Payton bounced to the beat and 
did the action right on cue. Everyone came in strongly. 
In the fmal interview (May 7, 2013), Payton commented that she wished that the music 
portion ofEDU 397 had met twice a week, in order to have more time for presenting 
lessons to peers. 
Payton suggested that she engaged in self-reflection over the course of the 
semester, noting that she reflects about all her courses: 
I think, it does happen, in a way, in every class. You think about what you'll use 
[and] what you'll take with you. "That's a great idea, I'd like to use that." [I] 
especially [thought about] what my peers did during their presentations, it was 
good to see those perspectives. (final interview, May 7, 2013) 
The following is an example of Payton's self-reflection (April25, 2013). She completed 
this reflection immediately following her final peer teaching: 
I felt like my presentation went well. My video was ready to be played and I felt 
for the most part that I presented clearly. I did get hung up on a few words and 
ideas in the music portion, but I think I just got ahead of myself while presenting. 
I tried to clarify when I caught my mistake. I received lots of head nods while 
speaking which was encouraging because I felt like people understood and were 
listening. 
Changes in perception of music integration. In the initial reflection (January 
10, 2013), Payton listed the ways one could integrate music in an elementary classroom. 
She thought of using music for transitions, singing to remember other subjects, playing 
music during break time, and letting students play rhythm sticks [an activity we had just 
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done in class]. These ideas represented non-academic uses of music and Level 1 
teaching-tool connections. 
The first formal peer teaching ofthe semester (February 28, 2013) was a group 
presentation of a song. Payton's portion of the presentation, as well as her written 
description of the song, focused on non-academic benefits: 
I chose this song because I felt that it would be a great way to build classroom 
camaraderie and community and everyone loves the movie "Toy Story!" Ifl 
were to use this song, I would have students listen to this song and sing along 
with a Y ouTube video with the lyrics. Then, as a class, we would talk about what 
it means to be a good friend and to love your neighbor as yourself.. .. [Next], the 
class would create a classroom contract.. .. Throughout the year, to reinforce 
positive community, we would have "Friend Slips" where students could fill out a 
slip if their friend was doing something positive, kind, or helpful. At the end of 
each month, the Friend Slips would be drawn and students would receive a small 
prize for being helpful. 
As a portion of the midterm reflection (March 7, 2013 ), Payton discussed her 
intentions to integrate music in her future classroom. Her ideas again represented non-
academic uses of music and Level 1 teaching-tool connections. "I plan to use music in 
my classroom. I want to use it to help students learn important facts and ideas, and also 
as a way to transition during the day." 
For Assignment 3 (March 7, 2013), Payton wrote a song called "Days of the 
Week." She chose the topic "because it is essential for students to learn the days of the 
week." She created the song with kindergarteners in mind and imagined them singing the 
song at the beginning of circle time. The activity exemplified Level 2 topic connections. 
The second song Payton created was called "Recess," and was sung to the tune "Twinkle, 
Twinkle." 
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Listen dear students, it's time to play, 
It is your favorite time of day, 
Put on your coats and get in line, 
Do it quickly, or you'll lose precious time, 
Go outside and have some fun, 
Run and run 'til recess is done. 
The way Payton described integrating the song into her classroom utilized music as a 
management tool : 
I chose to write a transition song about recess because it is a time when students 
can grow extra rowdy before going outside. I would sing this song to students 
before getting ready to go outside. I look forward to using this in my future 
classroom. 
For Assignment 4 (April4, 2013), Payton described three lesson ideas connecting 
"Amarillo Sky" to different areas of the curriculum. Her first two ideas pointed toward 
Level 4 conceptual connections, and her third lesson employed Level 3 thematic 
connections. In her first lesson idea, she focused on a connection between music and 
history. She identified cause and effect as the connecting concept: 
Students will listen to this song and then look at the history of farming and 
ranching in America, focusing specifically on the effects of drought and hail 
throughout history. Students will also focus on today's farming culture and what 
this song might mean to farmers today. Students will focus on the cause and 
effect of drought and hail on farming in history as well as in the song. 
Payton's second lesson idea combined music and art. She identified storyline as the 
connecting concept: 
Students will paint a picture after listening to the song. They will paint a picture 
of their own field with a tractor and an Amarillo sky. Students will focus on the 
storyline of the song, which is the connecting idea between the two disciplines. 
Her third idea involved music and science: 
Students will look at the effects of drought on crops as well as the effects of hail. 
Students will compare crops that have been watered to ones that haven't been. 
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The fanner in the song experiences the effects drought, just like we will see the 
effects in science. 
In my written feedback to Payton following Assignment 4, I noted that in each of her 
lesson ideas, she needed to think about maintaining integrity for each discipline. For 
example, with respect to her art and music lesson idea, I pointed out that students were 
just analyzing the text and painting something from the text. I suggested that she should 
analyze more than just the text of the music, perhaps melodic elements, rhythmic 
elements, instrumentation, or style, etc. I also applauded her use of a connecting concept 
in two of her lesson ideas and directed her to explore that concept in music, as well as in 
the connecting discipline. For example, regarding her 'cause and effect' connecting 
concept, I wrote: 
Great idea! How about cause and effect in the music, too? How does the 
composer's choice of tempo, or use of dynamics, or use of contrast between 
sections affect the listener? How do musical elements affect our perception of the 
song? 
I made similar comments regarding her other lesson ideas. I stated that any of her ideas 
could be effective if developed for the final interdisciplinary project, but that she needed 
to work on adding more emphasis on music beyond the text. I also mentioned that her 
science and history ideas were unique among the projects being proposed by her 
classmates (quite a few of her classmates were planning visual arts connections for their 
final projects). 
For her final assignment (April 25, 2013), Payton chose to develop her lesson idea 
integrating music and science. The objectives, assessment, and resources included in the 
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written lesson focused solely on science. She did include both music and science 
standards, however. In her description of the standards, she stated: 
Students will not only listen to the words of the song, but also to the music and 
how the composer conveys the message he wants by the choices he makes in the 
music. Students will then do an experiment and learn the necessary items that a 
plant needs to grow. Finally, students will connect back to the song and discuss 
what happened in the song in relation to what they saw in their experiment. 
In her written lesson, Payton highlighted a connecting concept that she first developed in 
Assignment 4. "The connecting idea for this lesson is cause and effect because the 
farmer in the song experiences the effect of drought and hail just like we will see in our 
science experiment." Although cause and effect is listed as the connecting concept, the 
way the lesson is described is more typical of a Level 2 topic connection, where music 
enhances another subject area. 
During her peer teaching of this lesson, Payton highlighted both science and 
musical objectives. She first described how she would set up the two-week long science 
experiment: 
We'll observe every day, and they'll write in their journals. In the end, we'll 
discuss it, and then we'll listen to this song. The questions that we'll answer are: 
"What's going on in the song? [and] What's happening to the farmer?" In this 
song, the farmer goes through a drought. He's afraid that his crops won't tum 
out. "What is the music like? How does it make you feel?" At the beginning, it's 
a lot quieter, and then at the chorus, it picks up, and it's like, "Yeah!" And then, I 
will also ask my students how the composer invokes those feelings . "What does 
the composer do with the music?" Finally, we would discuss what they saw in 
their own plants. 
In her peer teaching presentation, Payton did not mention that cause and effect was her 
connecting concept for the lesson. As it was presented, the lesson appeared to exemplify 
a Level 2 topic level connection. 
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At the end of the semester, during the fmal interview (May 7, 2013), Payton 
continued to highlight the use of music as a management tool and emphasized Level 1 
teaching tool connections that used music to help memorize material from other 
disciplines: 
Maybe students are not good with singing in tune, or steady beat, but they could 
get other things out of it. If we did a song about pronouns, maybe they would 
catch on and then remember the pronouns. Music is a great way to get students 
engaged into the lesson and it can help them remember facts. I can still sing some 
songs I learned in fifth grade. Also, music is just fun, it's a great way to learn, 
and it's a positive thing. 
Changes in attitude toward music integration. At the beginning of the 
semester, I asked students if they planned to integrate music in their future classrooms. 
Payton wrote, "Not a lot. I wasn't planning on being a music teacher. Why would I 
teach music in my classroom?" (initial reflection, January 10, 2013). In the midterm 
reflection (March 7, 2013), Payton mentioned a potential drawback to music integration, 
commenting that students might have a tendency to "get too noisy or out of control." 
Payton also described benefits associated with musically integrated lessons. The ideas 
she noted were utilizing music to improve test scores (potential Level 2 topic 
connections) and helping students learn to match pitch while singing, a skill "which 
students can carry into their future" (purely musical objective). Additionally, she 
described using music as a management tool and as a memory aid (Level 1 teaching tool 
connection). "I know music has helped me to remember facts and to help keep me on 
task. I hope to use music to help my students, as well." In her closing comments of the 
midterm reflection, Payton expressed optimism about integrating music in her future 
classroom: 
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I've had so much fun and am excited to have strategies to use! I feel like I will 
always use music somehow in my class. I love music and there are so many 
different ways to use it. I feel like no matter what, I will use music somehow! 
During the fmal interview (May 7, 2013), Payton rated her attitude about integrating 
music in her future classroom as favorable: 
I love music. I'd be a 9.5 or 10 on a 1 to 10 scale. I really enjoy music, and I 
feel , like, for me, I really learn best if I can make up a song and sing it about my 
facts. It's a lot harder for me to memorize just sitting there. I like the stimulation 
and mental movement. 
Changes in perception of subjective norms. At the midpoint of the semester, 
Payton described how others' perceptions of music integration would affect her. She 
noted that in some instances, parents might not approve of her choices of songs and 
described a strategy to deal with that possibility "That would just mean that as the 
teacher, you would need to check with parents before playing a certain song" (midterm 
reflection, March 7, 2013). 
At the fmal interview (May 7, 2013), Payton expressed her confidence about 
integrating music, even in situations where her future colleagues might disagree with her: 
I think you need to make a really strong case for the pieces that you're using. 
Common core is about writing, but it' s also about college and career readiness. 
Common core is not just about correct answers; it's also about finding 
information and knowing how to use it in a new way. Music can help the students 
with that. You also need to make a case that the songs that you're choosing are 
going to bump up the rigor of the lesson and that using music is pushing ... students 
to think critically. I think that people will be receptive, if you give them the facts , 
and present it, like, "Look, these are what the benefits are." You can' t just come 
in and say, "Well, I'm going to do this because I learned it in college." Especially 
in a small town, they seem to "know what they know, and this is how it's going to 
happen," but, if you want to make a difference, you have to come in with guns 
blazin', and be like, "You know, look ' it, I have all of this ready and prepared, I 
know what I'm talking about!" 
117 
Payton did not recall having experience with music in elementary classrooms 
when she was a student. Regarding the number of experiences she remembered, Payton 
stated, "Not very many, if any" (initial reflection, January 10, 2013). In the final 
interview (May 7, 2013), Payton recounted an experience she observed during her 
observations in the public schools in which a classroom teacher incorporated music: 
I've seen ... within my practicum experience, my teacher used music to change the 
dynamics in the classroom. It was amazing to see that. It's really cool to see the 
difference that music can make when kids come in from recess. If it's a quiet 
song, they move a little more like [does a zombie-type move and makes a soft 
zombie-type moaning sound] . 
In response to my question concerning Payton's future colleagues integration of music, 
she guessed that her future colleagues would make time each week for music class but 
doubted that they would integrate it into their other lessons. 
I know from my experience in middle school and high school, we never used 
music in any way. In elementary school, we learned about Mozart, and then we 
had our little gospel choir on the side, but that wasn't music class, and it wasn' t 
integrating. There was never an integration of music into other subjects. I didn't 
even know you could integrate music and science, for example, until I took this 
class. (final interview, May 7, 2013) 
Changes in perceived behavioral control over music integration. In the initial 
reflection (January 10, 2013), I asked students about their confidence in their ability to 
incorporate music in their future classroom. Payton stated, "I feel confident in myself, 
but not in teaching kids. I grew up with music, but don't have a lot of ideas to do it with 
children." Following her first peer teaching experience (February 28, 2013), a group 
presentation of the theme song from "Toy Story," Payton discussed her comfort level 
teaching the song to students. "I feel comfortable doing this song with my students. I am 
confident that most of my students will have seen 'Toy Story' and heard this song." 
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When describing Assignment 3 and the process of creating new lyrics to two existing 
songs, Payton commented, "I didn' t have trouble writing these songs. The lyrics came to 
me quickly, and I enjoyed creating them" (March 7, 2013). Payton also stated that she 
was looking forward to using the songs in her future classroom. 
In the fmal interview at the end of the semester (May 7, 2013), I asked Payton to 
identify areas in which she would be more or less likely to integrate music. She stated 
that up until the fmal peer teaching presentations she would have labeled science and 
math as more difficult to integrate with music: 
But now [laughs], I mean, I did a science lesson! It wasn' t too hard for me to 
figure out! I think it's just a scary concept to try to figure out how to integrate it 
[music]; how am I going to connect this? I think you can integrate it, but you just 
have to search out those things. I think it can be really positive. I think I would 
use music a lot in social studies. Because I want to use it, I would push myself to 
use it in social studies lessons. 
I also asked Payton about her comfort level teaching other subjects. She noted that she 
perceived music as an area of strength, and math as an area of weakness: 
I love social studies, and I'm pretty confident in English. Math is one that I 
struggle with, and I've struggled with it my whole life. I've never really had great 
math teachers, and so I still feel a little bit nervous. I feel like that' s one area 
where I will have to push myself and really, like, work before I teach it. I like 
science. [Laughs.] And recess and lunch, I'm pretty confident with those! I'm 
more confident in music than in math, definitely! Music just is second nature to 
me. Math is not second nature, so it' s a lot more difficult. 
In an extended response during the fmal interview, Payton described the creation of her 
final project. As she re-created the steps she took, her comments depicted both her 
confidence in integrating music and her lingering hesitations: 
I felt like it was a little bit difficult, especially Assignment 4 when we had to 
come up with three different ideas to integrate. I know that we've talked about it 
throughout the whole semester, but when it came up to the very end, and I had to 
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really do it, I was kind oflike, "Gosh, I don't know." It was kind oflike a brain 
freeze. Kind of like, "Music? I'm supposed to integrate music?" And I took 
notes throughout the semester, and I thought about it a lot, but that was a little bit 
difficult, thinking in music. I guess that's probably because this is the first time 
that we've talked about music in our whole college career. Coming up with [the] 
science or history [portion of the lesson], that was second nature. But coming up 
with music, it wasn't second nature. I could be like, okay, "Let's just sing a 
song," or I could reach back into what I know from the past, but that's not 
specifically what this assignment was asking, and so that was challenging. It was 
hard for me to make it [the balance between the disciplines] even. School is so 
much focused on each of the subjects [individually]. We really don't have a lot of 
instruction about how to integrate different subjects together. In methods classes 
they'll talk about integration, but it's not really shown. I feel like if you say 
something, you should model it first. But there hasn't been any modeling of 
integration in the other methods, so I felt like that was challenging, and difficult. 
I felt like my presentation and my final project kind of came together. I was a 
little bit unhappy, though. I didn't feel like it totally, like, meshed. 
Payton described her confidence in teaching the lesson that she created for her 
final interdisciplinary project and described her rationale for choosing the particular song: 
I feel prepared to teach this lesson. I think it will be a fun process for students to 
see what helps a plant grow and then how that connects to the farmer in this song. 
This lesson will be extremely relevant for my future students. I love the story of 
the farmer in the song. Although my dad never ranched, he did work very hard 
for his living, always sacrificing for our best interest. This song reminds me of 
him as well. 
Finally, I asked Payton to compare her current confidence in her ability to prepare and 
present music integration lessons to her confidence at the beginning ofthe semester. "No 
way! I would have been, like, 'Okay, let's listen to this song.' I wouldn't have had any 
idea how to do any of it." She went on to explain: 
I think I've become a lot more knowledgeable. You want to make sure that your 
students are actually understanding the music, not just like, "let's listen to this 
song so I can start history." You know, talking about the differences in the song, 
the beat, the tune, how does the artist use the music to portray the message in 
different sections and things. I think I'm fairly confident, but ifl were to teach 
music, a straight music lesson, I would want to brush up on it and really make 
sure I knew what I was talking about, before I threw it at the kids just willy-nilly. 
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At the very close of the final interview, Payton summarized her perceptions related to her 
enthusiasm for and comfort level in integrating music with other disciplines over the 
course of the semester. "I really want to use music and integrate it as much as possible. I 
think music's fun, and I love music! " 
Case 3 summary. Payton had strong emotional connections to music and 
associated specific songs with important people and events in her life. She found the 
course structure and course activities, especially peer teaching, helpful in preparing her to 
integrate music in her future classroom. 
The types of music integration that Payton discussed and utilized changed during 
the semester. At the beginning of the semester, I labeled Payton's ideas as non-academic 
uses of music and Level 1 teaching tool connections. She continued to highlight non-
academic uses and Levell connections throughout the semester, but also emphasized 
Level2 topic connections by the midpoint of the semester. At the end ofthe semester, 
Payton' s descriptions of music integration contained ideas that I labeled as Level3 
thematic connections and Level 4 concept connections; however, her final project was 
more consistent with Level 2 topic connections. 
Payton's attitude toward music integration and her perceptions of behavioral 
control changed greatly over the semester, while her perceptions of subjective norms 
remained fairly stable. Payton' s self-reported attitude toward music integration moved 
from an unfavorable attitude at the beginning of the semester to a very favorable attitude 
by the midterm. Similarly, she went from describing herself as not confident in her 
abilities to integrate music at the beginning of the semester to being confident by the 
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midterm. She remained confident in her ability at the end of the semester. Payton's 
perceptions of the role others' approval would play in determining her actions related to 
music integration decreased slightly from a minor influence to a negligible influence, and 
her perceptions about other classroom teachers' integration of music subtly increased 
from a negligible amount to a slight amount over the course of the semester. 
Case 4: Eva 
Eva was a junior elementary education major. She was hoping to move to Alaska 
after graduation and stated she would like to teach upper elementary school or middle 
school math. Eva began to take flute lessons in fifth grade and played through high 
school. In her senior year of high school, she played the baritone as well. She stated, 
"I'm good at reading music." Eva's formal musical experiences all were related to band. 
"Singing was just with my family in the car, or in the shower. I have never been in 
chorus or anything." 
Eva listened to a broad variety of music. This was demonstrated by the range of 
music she included on her CD for Assignment 1 (January 24, 2013): 
I like bluegrass, country, fun, silly kid songs, opera (especially "La Traviata" and 
"Madama Butterfly"), classical (especially Tchaikovsky), flute music from across 
the world (my aunt and uncle live in Indonesia), gamelan, pop, rock, world music 
(Spanish, German, Middle Eastern, Asian, African), sea chanteys, and cowpoke 
tunes. 
For the written portion of Assignment 1, Eva vividly described the music that was 
important to her, for example: 
Between the haunting voice, the simple chords, and the beautiful lyrics, I found 
myself lost in the storyline. The song is sad, but makes me feel like I can tear 
away the walls built up around me and just run free through the mountains 
without worrying about people and society. 
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In these song descriptions, she noted a connection between the music she listened 
to and her family. Eva mentioned genres and specific songs that had ties to her aunt, 
uncle, grandma, grandpa, both her parents, and her siblings. For example, she noted that 
her grandpa was the one who influenced her fondness for opera. Many of the musical 
examples connected with her family had deep emotional meaning for Eva. The first song 
on her CD was "Thriving Ivory": 
This song is important because the first time I ever heard it was about a week after 
I found out that my dad had stage 4 cancer. It still makes me think back to that 
day, and all the struggles that went along with the diagnosis. Also, the song 
makes me really want to live like I will die tomorrow. Nobody knows what 
tomorrow will bring, and it is worth it to make the best of every single day. 
Her description of the song "The Last Kiss" is another example. 
Though I had experienced death before, I had only experienced it in spread out, 
single instances. My senior year of high school changed that. The third day of 
school an acquaintance was killed in a car accident. She was a year younger than 
me. A few weeks later, a friend I had spent time with outside of school was killed 
in another car accident. At the end of the year, three boys were shot by another. 
Sometimes Eva's song descriptions were lighthearted: "I really like this song because of 
the beat and the lyrics. It's a fun song to sing and dance to. Often, I will blast this song 
and dance to it with my dog while cleaning my house." 
Perceptions of the course structure. At the fmal interview (May 6, 2013), I 
asked Eva if she would have preferred that the course had been structured differently, to 
focus more on music theory and learning to play instruments such as recorder and guitar. 
She preferred the structure of our course as it was, focused on music integration, noting 
that it was more practical for the class as a whole: 
I clearly didn' t need that kind of class because I can already read music. But at 
the same time, if you don't know how to read music, it might be helpful to have 
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something like that. If somebody started from zero, though, one semester isn't 
going to be enough for them. Our model is definitely more useful for people that 
already know how to read music, and, actually, our model is also more useful for 
people who don't know how to read music already, but I think they should have a 
separate class, too. 
She mentioned a few specifics from the course that she found especially useful: 
I'm keeping some of the stuff, like the CD that we made; I'm going to do that 
with kids. A lot of the assignments I liked, and I think I'm going to try them. 
Creating your own lyrics to a different song, I think that's a great one. You get 
writing, and music, I've been doing that for a long time, anyway, so I didn't need 
the practice, but it was a fun assignment, so I didn't mind. I really liked the class. 
As terrible as it is [to wish for more class time], I wish I could've had this class 
twice a week. 
Perceptions of course activities. During the final interview (May 6, 2013), Eva 
described her perceptions related to a variety of activities from the course, beginning with 
her views on active participation in model lessons. Even though she was not always 
eager to participate, she noted that the overall results were desirable: 
Well, personally, some days I didn't want to get out of my chair. I was like, "just 
tell us." But, at the same time, I think it's good to actually see it. Like when we 
did the listening lessons, and we actually had to try all the activities. Some of it 
was almost, kind of, self-explanatory, so it probably wasn't necessary, but it was 
nice to get out of my seat on the days that I didn't want to just sit there. 
Eva expressed satisfaction about the written assignments for the course. "I liked 
the written assignments. I actually did. I like writing. I like being able to just get my 
thoughts out; explain why I did stuff, and just be able to explain about the music." For 
each written assignment, I provided written feedback along with students' grades. Eva 
remarked that she appreciated my detailed feedback. She also commented that she would 
have liked to give written feedback to her peers: 
I think most people would just say "good job, great job, good job." If someone 
had a great presentation, and I wasn't upset by it, I would say "good job." It 
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happens, and then there are people who don' t care. I still wish I would have the 
opportunity to give feedback. There are times when feedback can become 
spiteful. One idea is to do two positives and one negative and rather than saying 
only what was wrong, say what you could do to fix it. 
Throughout the semester, students presented formal and informal lessons to their peers. 
Eva did not find these experiences useful, as described in this dialogue: 
Eva: I hate presentations. I hate presentations in front of my peers. I have no 
problem in front of kids. And I know when I was standing up there, maybe 
three people were listening to what I was saying . 
.KH: "Oh, no! That' s not true! 
Eva: No, it ' s true! I didn't feel like anyone was really paying attention. There 
were some presentations where people were more involved, like that 
head/shoulder lesson, but just like the normal song presentations, normal 
lessons, I don't think people really paid attention to their peers. 
During Eva's first formal peer teaching experience (February 28, 2013), she led 
the class in singing "The Farmer in the Dell." At the start of the song, there was no 
motion or prep to start the class, but the class came in on their own. Eva sang along well, 
but did not exhibit much enthusiasm during the singing, and her energy level was very 
low. Her second formal peer teaching experience (April18, 2013) was much more 
effective from my perspective. Eva began her presentation by immediately starting the 
recording of "Boxes, Little Boxes." While the class listened, she held up a box with text 
and pictures on each side. She smiled and looked out at the class while they listened to 
the beginning of the song. After about 30 seconds, she stopped the recording and began 
to talk. Her lesson was well-organized, easy to follow, and engaging. After Eva' s final 
peer teaching (April18, 2013), she commented: 
I feel like it went well, but I'm not sure about whether my preparation showed. I 
was going to have students/classmates toss the box around and read the different 
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ideas on it, but I ran out of time, so I just read it myself. They seemed to 
understand and laughed at the song. 
I also asked Eva to describe her perceptions of the peer teaching presentations 
from the perspective of a "student in the class." She reported that she didn't actively 
engage in her peers' presentations. This aligns with her perception that others did not pay 
attention when she was teaching: 
Some of the presentations were really boring, some were interesting and 
engaging, and for some, I was just checked out. Then there were the ones that 
just made me mad. They were just something you would not ever use in the 
classroom. One song was just so slow, I couldn't understand the words, no kid 
would ever learn the words. The song wasn't fun or engaging, and I don't think 
kids would have gotten the connection between that song and the other subject. 
Changes in perception of music integration. In the initial reflection (January 
10, 2013) Eva listed the use of music to reinforce a subject or idea (Level2 topic 
connections) and using music as a brain break or for transitions (non-academic 
applications). Similarly, at the midpoint of the semester, Eva listed transitions, brain 
breaks, and using music for managing student behaviors. She also noted that many 
lessons could incorporate music, but did not elaborate on the types of connections she 
envisioned. Eva noted that before taking this course she "hadn't thought of so many 
different ways to use music in the classroom" (midterm reflection, March 7, 2013). 
For Assignment 2 (February 28, 2013), Eva's group chose to present the song 
"The Farmer in the Dell." Eva's description of the song contained ideas incorporating 
multiple levels of integration. 
In upper grades, economics could be introduced through this song. The words 
can be changed to relate more to farming (or the particular common trade in the 
community) and economics could be taught. Because it is put to the song, 
students can sing it to help them remember the content [Level 1 teaching tool 
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connection]. This song repeats the same words and ideas, but substitutes a 
different word in each verse. Because ofthis, it would be great to use it for 
helping students read and write sight words or easy words found often such as 
"the," "and," and "a" [Level 2 topic connection]. This song can also be used for 
having students predict. Predicting is a skill student need to start acquiring early 
on and pattern books and songs are great ways to help them start" [Level 3 
thematic connection]. Finally, this is a pattern song. Because of the simple 
pattern, students could easily replace the words in it and change them around. 
They could construct patterns in their own writing" [Level 4 conceptual 
connection]. 
For Assignment 3 (March 7, 2013), Eva wrote a song called "The Water Cycle" 
that is sung to the tune "Head, Shoulders, Knees, and Toes." The text explained 
evaporation, condensation, precipitation, and accumulation. Eva was the only person in 
the class to also create hand motions to all the lyrics. For example, every time the word 
"clouds" occurred in the text students were told to "move hands together in a ball as far 
up as you can reach." Eva gave a clear reason for adding actions to her song. "It makes 
it more fun, and makes it easier to remember the words when you have the hand signals." 
Her use of music in this description exemplifies Level 1 teaching tool connections. 
As a portion of the midterm reflection (March 7, 2013), I asked students to 
describe their intentions to integrate music in their future classrooms. Eva stated: 
I intend to integrate music, but I'm not a huge fan of using it [music] to memorize 
facts. If it's just facts that you can't memorize [without music], you shouldn't 
have to memorize them anyway. But for getting students started on stuff, to get 
them engaged in an activity, or just to use in the beginning of a lesson, songs are 
great. 
This description shows that Eva finds Level 1 teaching tool connections objectionable, 
but endorses Level 2 topic connections. 
For Assignment 4 (April4, 2013), Eva described three lesson ideas connecting the 
song "Boxes, Little Boxes" to different areas of the curriculum. Her first idea employed 
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a Level 2 topic connection and her next two ideas exemplified Level 4 conceptual 
connections. Her first idea incorporated music and literature: 
Students will look at multiple mediums of expression to look at the period of 
existentialism. They will read/listen to songs, poems, videos, and stories to learn 
about the era. After looking at all ofthe other texts, students can re-look at this 
song and relate that to this period as well. 
Eva's second idea connected music and art. "Students will listen to the song and 
the lyrics. They will understand the uniformity in the lyrics and what the singer is trying 
to express. They will also hear the structure." Eva identified the formal structure as 
ABBC and also identified a rhythmic figure that repeated throughout, providing a sense 
of musical uniformity. "Because of these, students will learn how the structure of a song 
can emphasize the point of a song that has lyrics." The art portion of her second lesson 
idea emphasized uniformity, as well: 
After listening to the song, students will discuss uniformity in their own lives. 
This could include classes, expectations, what they like to do or wear, etc. 
Students will then create boxes and design them in a way that reflects their own 
individuality. 
Eva's final lesson idea incorporated music and history. The connecting concept 
of uniformity and her description of the music portion of the lesson were identical to the 
previous example. In history, she envisioned students using the song as a "gateway to 
learning about the 1960's and the era of"cookie-cutter" houses. Students will look at 
images, songs, poems, and stories of the time to explore how people felt about the rows 
of houses that were all the same." In my written feedback to Eva following Assignment 
4, I applauded her use of conceptual connections in two of her lesson ideas and suggested 
that she choose one of those examples for her fmal project. 
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For her final assignment (April 18, 2013), Eva chose to develop her lesson idea 
integrating music and art. She kept the basic lesson idea she had developed in 
Assignment 4, but changed the connecting concept slightly. Rather than focus on 
uniformity, Eva chose to emphasize individuality. She discussed that the text of the song 
incorporated the idea of "cookie-cutter" houses and a loss of individuality, and again 
stressed the repetitive nature of the song's structure. The art activity focused on 
celebrating the individuality of each student "by using the theme of boxes from the song. 
Both areas address the concept of individuality and the importance of celebrating 
differences." Her written lesson contained appropriate standards, objectives, and 
assessments for both disciplines. In my written feedback to Eva following Assignment 5, 
I commented that her original connecting concept of uniformity appeared to be a better fit 
than individuality when applied to the song. 
Changes in attitude toward music integration. At the beginning of the 
semester (January 10, 2013), Eva stated that she had thought a lot about integrating music 
in her future classroom, but not as its own subject. In the midterm reflection (March 7, 
2013), Eva again addressed this issue: 
I don't plan to use music for music. I suppose there's a point, like, if kids are 
rowdy or something, I'd use a song, have them dance and sing and get them out of 
their seats during a break. But I'm not just going to have them sit in a chair and 
listen to music. Listening to music while working is all right, but you have to 
make sure every student likes that, because I was the kid who hated it, and I 
couldn't work with the annoying sounds. 
Eva specifically mentioned resources and time as drawbacks associated with 
musically integrated lessons: 
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You don't go buy some book that has the lessons already all integrated. So, it's 
definitely time consuming to figure it out. The potential time just to teach the 
song to students could be a negative. Also, getting them to know it [the song] and 
want to do it could be challenging. 
Eva also described benefits associated with musically integrated lessons. "It's fun. And 
music is important. If students are engaged and enjoying themselves and learning, then 
that's all I want." She also noted that it is "important for students to be musically aware." 
During the final interview (May 6, 2013), Eva described her attitude about 
integrating music in her future classroom: 
Definitely, I think music is important. I don't think there's enough time to teach 
music on its own, without integrating it, though, so I think it's really important to 
integrate it as much as we can. It allows you to teach it while not wasting time. 
When asked about other favorable outcomes for students, Eva stated, "Well, they learn 
music. And they learn it with something else, which makes whatever else they're 
learning potentially more powerful, while also getting to learn music." Eva also 
expressed positive feelings about collaboration with her peers, stating, "It's important. I 
actually need more strategies for that. I like to do things on my own." 
Changes in perception of subjective norms. At the midterm (March 7, 2013), 
Eva described how others' perceptions of music integration would affect her. "My 
colleagues opinions will definitely affect me, but at the same time, I still have to make 
my own mistakes. Administrators' opinions definitely are important. They are your 
boss." Eva also described her philosophy about students' opinions, noting that she 
planned to work for compromise: 
I'm pretty comfortable with music. What I do will depend somewhat on what 
students like, but they'll have to try something ifl tell them to. I'll always make 
students try something. If it's obviously not working, or if they're not learning, 
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then it's just a waste of time and there's no point in doing it. I'll probably try to 
come to a middle ground, incorporate what students want with what I think is 
best. 
At the final interview (May 6, 2013), Eva felt confident about others' approval of her 
integration of music: 
I don't think an administrator would mind, as long as I have proof that it's 
educational and not just singing and wasting time. As long as you have proof that 
the song is backing up and meeting standards, I don't think anyone will mind. 
In the initial reflection, when asked what experiences she'd had with music in 
elementary classrooms as a student, Eva couldn't remember if there had been any or not. 
This was reinforced in the midterm reflection (March 7, 2013). "I don't recall ever 
having teachers use music in the classroom." Eva predicted that her future colleagues 
would integrate music, but not at the upper levels of integration: 
I want to teach in Alaska and I have no idea what they do there. I guess, coming 
from what I've seen in schools here, they'll do a little bit of music. I mean, I was 
in kindergarten for my practicum [observation in the public schools], and there 
was a lot of music, but it wasn't really music teaching, it was using music to teach 
about the days of the week, or the weather, or a brain break. That's pretty much 
all I've seen music used for. (final interview, May 6, 2013) 
Changes in perceived behavioral control over music integration. At the 
beginning of the semester, Eva described her confidence in her ability to incorporate 
music in her future classroom. She replied that she was "pretty confident. I have faith in 
my ability to utilize music in the classroom, but I don't know all these cool little trick 
things- strategies to use with kids" (initial reflection, January 10, 2013). In the midterm 
reflection (March 7, 2013), Eva reinforced that she was "pretty comfortable with music." 
Assignment 3 (March 7, 2013) also occurred at the midpoint of the semester. Eva 
described the process of writing the lyrics to her own song. "Once I got the final idea 
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down, it didn't take me too long to finish. I struggled getting started on it, though." 
Similarly, at the fmal interview (May 6, 2013), Eva stated that she was "pretty confident" 
about designing and implementing lessons that integrated music. She rated her singing 
ability as a four out of ten, but rated her overall music skills and abilities an eight out of 
ten. Eva also discussed her relative comfort with other subjects. She stated that she felt 
most comfortable with math, very comfortable with language arts and social studies, and 
least comfortable with science. She described her comfort level with science as "a little 
bit lower than music." 
In the fmal interview, Eva identified social studies and art as the areas in which 
she would be most likely to integrate music: 
I would probably integrate music in social studies most because of the cultural 
connections. You can use it to teach moral lessons as well. You can touch on 
other stuff, too, but definitely social studies. It works with art. There's a lot of 
math in music, just with rhythm, and stuff. I think it works with everything, and I 
envision myself doing it with everything. 
Eva also described her confidence in teaching the lesson that she created for her final 
interdisciplinary project: 
I feel like it would be a fun lesson, and very enlightening. I wouldn't just teach 
the music and art portion, though. It fits better if the history and literature aspects 
are also taught. I feel prepared to teach it, though I would hope to have time to 
incorporate other literature from the existentialist period. I think students will 
really enjoy the unit. The song is very catchy. 
Eva discussed the process of developing her final project, describing her challenges and 
successes: 
It was hard to pick one song that would work for a variety of lessons and a bunch 
of different areas. I fmally realized that I just needed to pick one song. Not try to 
find a song that would work for all of them, but just pick a song and find a way to 
make it work. So I finally just picked the one, and made it work. When I started 
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doing the final project with it, I realized that it actually worked really well with 
the lesson and that there were even more ways that I could use it. Once I kind of 
started doing it, it worked, but it took me, like, three weeks to pick a song. 
When asked if she thought she could have come up with her final lesson plan at the 
beginning of the semester, Eva replied: 
I have no idea. I probably wouldn't have come up with it at the beginning of the 
semester because I used rhythm and song structure. At the beginning, before we 
talked about those things, I might have thought of rhythm, but I definitely 
wouldn't have thought about structure. 
Case 4 summary. Eva planned to teach upper elementary or middle school 
students after she graduated. She listened to and enjoyed a wide variety of music and 
noted its importance in her life, drawing many connections between the music she 
listened to and her family. Eva described elements of the course structure and course 
activities that aided her development of skills related to music integration including 
participation in model lessons and completing written assignments; however, Eva did not 
find peer teaching experiences useful. 
I labeled Eva's descriptions and presentations of music integration throughout the 
semester according to Wiggins's (2001) levels. The levels at which Eva integrated music 
changed over the course of the semester. She began the semester discussing music 
integration in non-academic ways and also in ways that aligned with Level 2 topic 
connections. By the midpoint of the semester, she had added Levell teaching tool 
connections and Level4 concept connections. At the end of the semester, Eva focused 
solely on Level 4 concept connections. 
Eva's attitude toward music integration and perceptions of subjective norms 
related to others' approval changed over the course of the semester, while her perception 
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of others' actions and perceptions of behavioral control remained stable. Her attitude 
toward music integration ranged from neutral at the beginning of the semester to 
favorable at the end. Her perception that other's approval would affect her actions 
related to music integration changed from a major influence to a negligible influence. 
Eva's perception that other classroom teachers integrate music subtly changed from a 
negligible amount to a slight amount over the course of the semester, and she remained 
confident in her own ability to integrate music throughout the course. 
Case 5: Mariel 
Mariel took private flute lessons from ages 10 to 17: 
Mariel: I did that all through high school, and I was really competitive." 
KH: Competitive flute! [Laughs.] 
Mariel: Yeah, it was intense!" 
She taught private flute lessons, as well. Mariel sang in a church choir in fifth and sixth 
grade and played flute and piccolo in her school's band, woodwind choir, pep band, 
marching band, and orchestra. "Eye of the Tiger" was her favorite pep band tune. Mariel 
described a flute camp she attended during the summer after seventh grade. "The guest 
conductor had us memorize "Sakura, Sakura" and march into the auditorium while 
playing it for our fmal concert. I can still remember how to play it when I have my flute 
in my hand." 
Mariel's descriptions of her musical memories for Assignment 1 (January 24, 
2013) showed that music played an important role in her life. Her earliest memory was 
singing "Patty Cake" with her mom and she also recalled singing on family road trips. 
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She recalled writing a song with her dad, "Super Duper Day," that they would sing every 
day on her ride to school. She noted that "anything Mozart" helped her to relax when 
reading or studying, that she "needs ZZ Top" to get ready for ski trips, and that music 
"motivates me to keep trying even ifl'm feeling down." Mariel's "theme song" is "Live 
to Win." "The lyrics reflect the message to always do your best even if you feel like 
you're failing. Whenever I feel down, need a boost in my workout, or just need to 
remember to keep trying, I play this one." 
Many of the songs Mariel chose for her Assignment 1 CD had emotional 
connections for her. She noted, "Even though some songs reflect sad emotions, I usually 
choose music that sounds positive, but still reflects the emotions I am experiencing." 
When describing the song "Fallin' for You," Mariel stated, "After all of those idiot 
boyfriends, I found my true love. My husband swept me off my feet and there was no 
going back. This song reflects how I fell head over heels for him." Mariel also included 
two songs on her CD for her former flute teacher: 
When my flute teacher died my senior year of high school, I often looked to 
music to help me express my feelings. "Broken Dreams" reflected how strongly I 
was affected by her death and how difficult it was to continue playing and 
practicing my flute. This song sums up the feelings of sadness, depression, and 
loss of a friend and our dreams that I experienced when she died. 
She went on to explain music's role changing in her life: 
Even though the loss of my teacher created a shift in my career goals, I still love 
music. I found this piece, "Be OK," to reflect that I am going to be okay with the 
changes that come my way. I did not pursue music in college, but music was, and 
still is, used in my everyday life. 
Perceptions of the course structure. At the fmal interview (May 2, 2013), 
Mariel discussed her perceptions of the course content: 
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I don't think you have to learn how to read music in order to know how to apply 
music into the classroom or integrate it into the classroom. I think a lot of the 
activities that we did, you know, like where we drew the map, that's fun for kids 
who like to doodle, especially. They can doodle the piece while they listen. 
That's something you can use in social studies. Students can learn about cultural 
music and map it out while listening. But I had no idea. Until I took that class, 
I'd never heard of it. And I don't think that they [pre-service teachers] need to 
learn, you know, the keys and chords and things. I don't think that's really 
necessary in order to be able to integrate music in the classroom. 
Perceptions of course activities. During the final interview (May 2, 2013), 
Mariel described her perceptions related to a variety of activities from the course. She 
appreciated opportunities to participate in model lessons: 
I think the "think, pair, share" was great. If you're someone who's insecure about 
music, you can kind of bounce your ideas off someone else really quick, before 
you end up sharing. I think it helps get everybody involved and participating. I 
think it's important to do the activities, like when we shared the songs we wrote, 
because you never know when you're going to be a teacher thrown into a situation 
where you need to teach a music lesson, and even though you don't know much, 
there are resources, and you can at least attempt to follow it and try. I think you 
remember it better when you actually get to do it. And when we did kinesthetic 
activities, it showed the fun that kids would have when they did it, too. 
Mariel was also appreciative of written feedback she had received from me on written 
assignments: 
Written feedback was fantastic, especially when you said something like, "I really 
enjoyed this idea." It helped me think, "OH! I'm going to think a little further 
about this." So, the written feedback was very important. I think it helped for me 
to review it, and think, "okay, I can look a little deeper into this, I'm on the right 
track." 
She described peer teaching as "the most valuable" part of any methods class: 
I think that one thing [for the teacher of a methods course] to really stress is to 
[taps her finger on the table with each word] teach a part of your lesson. Don't 
just tell us what it's about. As teachers we need that practice. Being a teacher, 
you have to really think on your toes. If you just get up there and tell, you're not 
showing that you can teach. I think part of being in methods is showing that you 
can teach and practicing actual teaching. 
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Even though Mariel felt strongly about the importance of peer teaching, she was negative 
about her peers' teaching presentations: 
With the population that we have in our class, I was very disappointed with what 
they did [for their final presentations]. I would not use anything they did in my 
classroom, except for one lesson I can think of. It's because I don't think they 
actually researched a topic. They took things from other classes, and applied it, 
and used that, but I don't think that they were really looking at how they were 
going to teach a music component with it. So myself, like, listening to them, I 
was just really disappointed. 
During Mariel's first formal peer teaching experience (February 28, 2013), she 
led the class singing the song "Conjunction Junction." At the start of the song, there was 
no prep beat or other motion to start the class. As people began singing, Mariellooked 
around awkwardly. Mariel smiled, used some actions that coordinated with the lyrics, 
but appeared to be confused and out-of-place. When the song concluded, Mariel 
commented, "As you can see, that's really hard to sing, so it would probably be used with 
an upper grade, like fourth or fifth grade. You could have them just shout out the 
conjunctions as they come up." 
Mariel commented that it was common for her to think of connections to her 
methods classes when she was out observing in the public schools: 
I was in a fifth grade classroom, and they were studying the Civil War, and so I 
thought, "Well, this is fantastic! We should talk about the music, or the songs the 
soldiers would have sung." But she [the classroom teacher] didn't, she only 
would play music a little bit in the background as they [fifth graders] entered the 
classroom. It was never addressed. I think it's important to address it because 
music was part of the culture at that time. It was a missed opportunity to 
incorporate music in. I guess as a teacher, you have to prioritize what you're 
going to do. (final interview, May 2, 2013) 
The following is an example of Mariel' s self-reflection. She completed this 
reflection immediately following her final peer teaching (April25, 2013): 
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Overall, I feel that my presentation went well and was as I had planned it. The 
quality of my preparation was reflected through my enthusiasm and ability to 
adapt to the class. The challenges I encountered involved getting the class to 
participate. I tried to prompt them, which didn't seem to work. I had to quickly 
adapt to the situation and give more direct instruction. I encouraged student 
participation by asking them for examples and to repeat what I had stated 
previously in the mini lesson. They showed their understanding by sharing 
examples, the definition of an idiom, and sharing the re-worked lyrics. 
Changes in perceptions of music integration. In the initial reflection (January 
10, 2013), I asked students to list the ways one could integrate music in an elementary 
classroom. Mariel's ideas exemplified Level 1 teaching tool connections (spelling hard 
words in first grade) and the use of music as a behavior management tool (transitions). 
She also mentioned connecting with social studies, however, she did not elaborate; 
therefore, a level of integration could not be determined. In the midterm reflection 
(March 7, 2013), her responses changed somewhat. She again mentioned the use of 
music as a behavior management tool, but elaborated about ways she intended to 
incorporate music. "Music can be used as a management strategy to help signal what the 
expected behavior is. Furthermore, the type of piece played may help calm or energize 
students while they are doing their work." She also mentioned using music to help keep 
students engaged in a lesson (Level 2 topic connection), helping students remember 
important facts (Level 1 teaching tool connection), and helping "students create or add 
schema about specific cultures or time periods" (Level 3 thematic connections). At the 
final interview (May 2, 2013), Mariel mentioned incorporating music into social studies 
lessons. "It's great when you supplement lessons, you know, to make them exciting." 
This use of music would be characterized as a Level 2 topic connection. 
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Around the midpoint of the semester, Mariel's group presentation (February 28, 
2013) ofthe song "Conjunction Junction" exemplified Level2 topic level connections: 
This song provides examples of"and," "but," and "or." I would use this song to 
introduce how conjunctions are used. While listening and following along with 
the song, I would ask students to only shout out the conjunctions as they raise 
both hands as if they were cheering. 
Another lesson idea described by Mariel in her written assignment also exemplified Level 
2 topic level connections. "Students can listen to the song while watching the lyrics. 
They can circle all the conjunctions they hear." 
For Assignment 3 (March 7, 2013), Mariel created two songs. The first was 
called "Vowels," and was sung to the tune "Skip to my Lou." Level2 topic connections 
were depicted in her description. "Identifying vowels early on will help students as they 
progress in their ability to decode words. Since emergent readers are learning the basics 
ofreading, this jingle may help them memorize the most common vowels." Her second 
song, "Wash our Hands," was designed to guide students' behavior. 
For Assignment 4 (April4, 2013), Mariel described three lesson ideas connecting 
the song "Blue Moon" with different areas of the curriculum. All three of her ideas were 
characterized by Level 2 topic connections. Her first idea incorporated music and 
language arts. Students would listen to the song then discuss how expressions such as 
"once in a blue moon" are often used in the English language. Mariel ' s second idea 
connected music and science. "In science, students would learn about the phases of the 
moon and the meaning of a blue moon. A teacher can make learning about the moon 
phases more interesting by playing Blue Moon." Her final idea connected music and art: 
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An art class can use the phases of the moon to help explain the painting "Starry 
Night." Students could analyze the artistic style of the piece, the phase of the 
moon, and why Van Gogh chose to use blue colors. The song would help aid in 
generalizing the feeling of the piece and why there is both beauty and longing 
associated with paintings of the night sky. 
In my written feedback to Mariel following Assignment 4, I directed her to look 
for a strong connecting concept between the disciplines and to make sure that the music 
portion of her lesson had equal weight with the other discipline. For her phases of the 
moon idea, I suggested that the idea of change could be explored in both science and 
music. Students could analyze musical elements such as choice of instruments, tempo, 
structure, repetition, or dynamics, and then explore changes in those elements that 
occurred. If she decided to go with mood, I suggested that she analyze what elements in 
the music beyond the text helped to create the mood of the piece. 
For her final assignment (April25, 2013), Mariel chose to develop her lesson idea 
integrating music and language arts. She included standards, objectives, and assessments 
for music and language arts, and her lesson contained a balance of activities from each 
discipline. Students were first introduced to idioms as a form of word choice for 
communicating ideas. Next they were asked to analyze the form of the song "Blue 
Moon," and determine the number of syllables in each line of the chorus. Finally, 
students created one stanza of their own, incorporating an idiom and utilizing the 
structure and rhythm of the song. This lesson exemplified Level 4 conceptual 
connections. 
Changes in attitude toward music integration. I established participants' 
attitudes about music and music integration from the data collected, which was 
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predominantly in the form of their own words. In the initial reflection at the beginning of 
the semester (January 10, 2013), Mariel commented that she had thought "very little" 
about using music in her future classroom. I classified this comment as representative of 
a neutral attitude. Her description did not indicate a positive or negative stance on the 
issue. In the midterm reflection (March 7, 2013), Mariel described benefits associated 
with musically integrated lessons. "Music can help students remember information and 
reaches the variety of learning styles. Music is also a component in raising well-rounded 
members of society." Mariel's attitude was more favorable toward integrating music at 
the end of the semester: 
If I rated myself as favorable or unfavorable on the scale of 1 to 10, I don't know, 
I guess I'd be a little bit higher than middle. I don't think I'd use it for every 
single lesson, kind of like every once in a while. (fmal interview, May 2, 2013) 
She went on to explain that her favorable attitude was dependent on the particular subject 
with which music was integrated, indicating confidence with social studies lessons: 
I would feel positive about incorporating music into lessons such as social studies, 
like I did with Ella Fitzgerald for my final lesson. I think it's extra work to do 
that as a teacher, but I think it makes it a much more engaging experience for 
students. 
Mariel spoke about positive and negative outcomes for students when they are engaged in 
music integration. She was earnest in her description of differentiation, student 
achievement, and her desire to make sure that all students feel safe: 
Part of being a good teacher is reaching your population base, and not everybody 
is going to want to read or draw. They're going to want to use music. So, in 
order to reach that population, and as a part of having a well-rounded curriculum, 
music needs to be applied in there. When I was in school, I would have preferred 
to have used music every once in a while, instead of having to draw or get up and 
talk about something, or write a paper. Some students are just able to 
communicate better through different means like that. The only thing that I can 
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think of that would be negative, is if a student is self-conscious and really, really 
shy. I'd never want to put them on the spot and make them get up and have to 
sing something, so I think that's an element that could be negative. 
Mariel expressed positive feelings about collaboration with her peers, again speaking 
with a student-centered focus and noting the potential benefits for her future students. 
She also commented on the need for strategies related to collaboration: 
Collaboration is very, very, very important. Instead of"my students are learning 
this, and your students are learning that," it is key for all the kids, and the culture 
of the school, if we can collaborate. It's a model for how people should function 
in society. Thinking about collaboration with the courses I've taken, I don't think 
we've necessarily addressed a lot of that. I don't feel I have strategies for 
collaboration. 
Changes in perception of subjective norms. In the midterm reflection (March 
7, 2013), Mariel indicated others' approval or disapproval would have a major influence 
on her choice to integrate music or not. She described how others' perceptions of music 
integration would affect her, and, as an example, mentioned that any music integration in 
her classroom would likely include recorded examples. "If future administrators fmd that 
my approach is unnecessary, then I may have to stop incorporating music; otherwise, I 
would continue to use music as a form of curriculum enrichment." In the final interview 
(May 2, 2013), I asked Mariel if she thought she would be encouraged or discouraged to 
integrate music in her future classroom. She didn't expect either encouragement or 
discouragement, but expressed the belief that high quality experiences would not be 
questioned: 
I think it may be more neutral. I don't think I will get any encouragement to use 
it. I just don't think people make music a priority. I think that music is part of 
having a comprehensive life, but still, we're so focused on "can you write, can 
you read this," and core, I don't think people are pushing the arts. I don't think 
I'll get any discouragement, either. I think if you do it right, I think they 
142 
[administrators and other teachers] will support it. But if you're just playing 
music and the kids are just sitting there, then they're going to say something. If 
you do it right, I think they'll be fine. 
Throughout the semester, Mariel was consistent in her perception that other 
classroom teachers only integrate music a negligible amount. Mariel stated that she 
remembered "doing music quite a bit in kindergarten and first grade, but not much after 
that" (initial reflection, January 10, 2013). Similarly, at the final interview (May 2, 
2013), she stated: 
I don't think that other teachers are doing music integration in their classrooms. 
My experience has been that I don't see a lot of teachers use music in their 
classes. I think because they are not educated in it, you know, it's a skill you have 
to learn and if they don't know how to identify types of music they're not going to 
use it. For practicum, I've seen it used in kindergarten, and the younger grades, 
but in upper grades, I've not seen music. 
Changes in perceived behavioral control over music integration. At the 
beginning ofthe semester (January 10, 2013), I asked Mariel how confident she was in 
her ability to incorporate music in her future classroom. She adamantly answered, "Not 
at all! I'm not confident with singing." During the first formal peer teaching of the 
semester (February 28, 2013), Mariel was presenting the song "Conjunction Junction" to 
the class. She announced to the class, "I am not the best singer, but shouting out the 
conjunctions, I can do! Even though I may sing off key, I would still be comfortable 
showing students that everyone can have fun singing songs to help them learn." 
Similarly, in the midterm reflection (March 7, 2013), Mariel commented, "I am 
uncomfortable singing in front of my students. I would be most comfortable using 
recordings or instruments." At the final interview (May 2, 2013), Mariel rated her music 
skills and abilities: 
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I personally do not feel confident with leading music in the classroom, or using it. 
I guess it's kind oflike, you know, I can play the flute, I enjoy playing the flute , 
but as far as teaching the components of music, I don' t think I'd be very good at 
that. I can think of songs to throw in there that kids can use, but I couldn' t teach 
them, you know. [Big pause.] I mean, I'm sure I could, but I don' t think I'm as 
skilled as others would be. 
The area that Mariel identified as the one she would be more likely to integrate 
music than others was social studies. She went on to discuss other areas of the 
curriculum in which she would be more or less likely to integrate music: 
I think I'd be less likely to use music with [big pause]. No, I guess I'd use it with 
math, too. See, the nice thing with music is that it helps students memorize 
things, especially in the primary grades." Researcher: "Think about your future 
fourth through eighth graders." Mariel: "Fourth through eighth graders? It would 
be perfect for language arts. Science? I don't think I'd use it as much in science. 
I don' t think in science you can use it as much. Math? Maybe, a little bit, but I 
think it would be mostly used in social studies and language arts." 
Next, Mariel discussed her comfort level with other subjects, noting that social studies 
and music are the two subjects with which she feels the least comfortable: 
I'm much less confident with music, much more confident in other subjects like 
language arts, math, and science." Researcher: "Are there any areas in which you 
feel less competent than music?" Mariel: "Music is the lowest. I'm also not as 
confident with social studies, but music is lower than social studies. I would 
choose science or math. [Laughs.] Those are the areas where I said music doesn' t 
fit as much, aren' t they? 
Mariel described her confidence in teaching the lesson that she created for her 
fmal interdisciplinary project. Her biggest obstacle to successfully leading the lesson is a 
fear of singing in front of others: 
I think an obstacle to integrating music is having self-confidence with doing 
music. I know for myself, if someone asks me to sing, I get really anxious and I 
don' t want to do it. So, it scares me. I will not sing. [Laughs.] No singing going 
on! 
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She then described the process of creating her final project, noting that she felt very 
confident about the design and content: 
I don' t think it was hard. I did a lot of surfing online, just to get a feel for what 
people did with that song. Then, I just kind of honed in on a key idea. I decided 
to focus on figurative language and idioms. I'll play "Blue Moon" and talk about 
the science of the moon. It wasn' t a lesson that I found online, it was just looking 
at a bunch of things about them. You can kind of pick and choose the elements 
you want to include. I don't find that challenging, actually I believe that' s how 
you should teach. 
Mariel noted that her ability to create integrated lessons had improved during the course: 
At the beginning of the semester, I don't think that I had the necessary tools for 
how to use music within the lesson besides just playing it. I don' t think I would 
have been very successful at creating a lesson like that. 
Case 5 summary. Mariel planned to teach upper elementary or middle school 
students. She described the importance of music in her life, highlighting connections 
with her family and ways music influences her emotions. Mariel noted the importance of 
the course structure, model lessons, written feedback, and peer teaching in preparing her 
to integrate music in her future classroom. 
The types of music integration experiences Marie} discussed and designed 
changed over the course of the semester. At the beginning of the term, I labeled the ways 
she discussed music integration as non-academic and Level 1 teaching tool connections. 
She continued to use these ways to talk about music integration at the midpoint of the 
semester, but added discussions of Level 2 topic connections and Level 3 thematic 
connections. Near the end of the semester, Mariel focused exclusively on Level2 topic 
connections. After incorporating my feedback, she created her fmal project. I 
categorized her fmal project as a Level4 connection. 
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Mariel ' s attitude toward music integration and perceptions of behavioral control 
showed slight improvements during the course. Her perceptions of subjective norms 
related to others ' approval showed the largest change, while her perceptions of others ' 
actions remained constant. Mariel ' s attitude toward music integration improved over the 
course of the semester. Although she ended the semester with only somewhat favorable 
attitudes, there was an overall improvement in attitude, as she had begun the semester 
with neutral attitudes toward music integration. Similarly, Mariel ' s perception of 
behavioral control improved slightly. She began the semester not confident in her ability 
to integrate music, and was somewhat confident by the midterm. She remained 
somewhat confident of her ability at the end of the semester. Mariel's perceptions related 
to others' approval changed greatly, going from the perception that others ' approval or 
disapproval would have a major influence on her decision to integrate music, to the 
perception that others' approval or disapproval would only have a minor influence. Her 
perception that other classroom teachers integrated music a negligible amount was 
constant throughout the semester. 
Case 6: Megan 
In addition to her elementary licensure, Megan was getting a math option and 
hoped to teach junior high math. She sang with her school choirs from seventh through 
twelfth grade, and performed with her school's swing choir from ninth through twelfth 
grade. She also performed at district and state music festivals each year of high school. 
Megan has perfect pitch, which she described as a "guilty pleasure." 
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In the introduction to the CD that Megan made for her first assignment (January 
24, 2013), she described her rationale for including specific pieces. "I chose songs for 
this album that represent the most important things in my life; how I feel about my life 
right now, my family, and the musical moments that have impacted my life." Among the 
songs chosen was "Jack and Diane," a song that her non-musically inclined mom was 
willing to sing; a song from her dad's favorite movie, "0 Brother, Where Art Thou"; and 
a song she sang with one of her sisters on "the best road trip I've been on." Also 
included in this set was "Paradise by the Dashboard Light." Megan explained the 
significance of the piece: 
This is one of my earliest memories. I can remember it so clearly, my sisters and 
me in the back seat, and my parents up front singing a duet. Unfortunately, it 
wasn't until years had passed that we fmally realized what the song was about. 
The duet went from adorable to unbelievably embarrassing, but it's still a great 
memory. 
Rounding out the songs Megan included for her family was another song for both her 
sisters and a song for each of her nephews. 
Only two songs on Megan's CD did not have connection to someone in her 
family. These two songs were important to Megan because of what they signified: 
I have lived in [state where university is located] my whole life, and in that life, I 
have always taken the safe route, not taken risks. Now that I am a junior and 
student teaching is in my sights, I plan to make some changes in my life. I plan to 
start with student teaching somewhere outside of the state. I really want to be on 
my own for the first time. 
Megan expressed her life philosophy in her description of the final song: 
This song is always a stress reliever for me. It puts me in a good mood and helps 
me put everything into perspective. Keeping a positive attitude about whatever 
comes up in life, I feel, is truly the key to happiness. 
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Perceptions of the course structure. In the midterm reflection (March 7, 2013 ), 
Megan discussed her view of the course structure as it related to her intentions to 
integrate music in her future classroom. Megan commented, "I feel like our whole class 
is turned-on to it [music integration] much more after having this class. After having the 
opportunity to learn how to use it [music integration], I feel like there should be more of 
this class." [Laughs.] At the fmal interview (May 8, 2013), I asked Megan if she would 
have preferred that the course had been structured differently, to focus more on learning 
to read music and play instruments. She gave a very energetic and extended response in 
favor of the focus on integration present in our course: 
I liked it [the way our course was structured] so much better. So much better! 
This is a methods class that I enjoyed, because it is it was so applicable to me. If I 
were to be hired right now, and be asked to do music, I could do it! A lot of the 
other methods on campus are being taught like I am a K-8 student. I mean, I'm 
writing a lesson plan, but it's not, like, applying to how I'm going to teach it or 
what I need to know to teach it. We're being taught how to do everything that 
we're going to be asking our kids to do, and that doesn't really help us at all. 
Learning how to teach music, and modeling how to teach music was so much 
more helpful. I appreciated being looked at as a teacher, rather than as an 
elementary student. I feel like it's helpful to know the skills, and this is an 
awesome time to learn them, because once you're a teacher, you're not going to 
have a ton oftime. But I feel like that shouldn't be the focus of the methods class. 
It' s not about perfecting your skills on an instrument, or whatever, it's about 
becoming a teacher. 
Perceptions of course activities. During the final interview (May 8, 2013), 
Megan described her perceptions related to a variety of activities from the course, first 
discussing her perception of the benefits related to her participation in model lessons: 
Active participation is so helpful. I feel like it's going to stick with me a lot 
longer. You are physically there when someone is lecturing at you, but that's not 
how I learn. That material is not going to stay with me. Actually doing it helps 
me remember it a lot more. 
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Megan also appreciated the written assignments during the course, noting that the open-
ended nature of many of the assignments aligned with her own teaching philosophy: 
I liked that you didn't make our written assignments "you have to have this, this, 
this, this, and then write about what you did." They were a lot more creativity 
based. I like being able to express my ideas, rather than having to conform to 
what you expected ofus. To compare to other classes, I feel like much ofthe 
time I'm writing for the teacher and not to benefit myself as a future teacher. I 
liked these assignments because they were kind of open-ended, and you could go 
wherever you wanted. That' s much more helpful to me than trying to fit into this 
specific teacher category, where everyone should be the exact same. 
Megan was also very appreciative of both the praise and constructive criticism in my 
written feedback about her written assignments throughout the semester: 
I really liked your written feedback, because for me, like, when we did 
Assignment 4, it really helped me narrow down which one to do, because I was 
like, "I don't really have a preference about which one," so, it was nice to hear 
your feedback. I appreciated hearing which ideas were good, and which ideas 
needed to be tweaked. Even the lesson ideas I didn't use, I got feedback about 
how to fix those for later. 
Megan was honest about how anxious peer teaching made her, but noted that 
overall, she found the opportunities to present to her peers useful. She described how the 
benefits of peer teaching outweighed her discomfort: 
They were really helpful, because I get so nervous! I get so nervous! And I get 
flustered, and then I forget. It' s so silly, because I've been with these people for 
all of my classes, since my freshman year. I mean, we all know each other; we 
are all fine. Presenting is great, I mean, especially because when you're a teacher, 
that ' s what you do. You talk in front of everybody. It' s so much easier in front of 
kids, of course. Talking in front of your peers is really difficult. Presenting is 
better than just passing out a handout or just saying, "This is my lesson. You guys 
can read it over." We actually get a feel for it. The class can see how excited we 
are about it, and how we feel about it, and which parts we think are most 
important. 
Megan also appreciated participating in her peer's lessons: 
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I think it's great! I'm always, like, look at them! I'm not judging them; I'm so 
excited for them! Then I get up there, and I'm like, "Oh no, they all hate me. 
They all are judging me." You know, it's silly, but I liked hearing from 
everybody, because everybody had such different ideas. Ifl was given the same 
song that someone else had, I would have gone completely different direction. 
It's cool to be able to hear from everybody. 
She also commented on the usefulness of the peer teaching lessons for the future. "The 
handouts that we got from everybody were great. I'm going to keep them and put them 
in my little binder of music class, and have 3 7 interdisciplinary lessons, for when I need 
them." 
My own perceptions of Megan' s peer teaching augment her personal appraisals 
and provide additional context for her reflections about this aspect of the course. The 
following is an example of Megan's peer teaching at the midpoint of the semester 
(February 28, 2013). Megan appeared very comfortable in front of the class. After 
describing the song, she announced, "No one has an excuse to not sing," as she playfully 
shook her finger at the class. When the song began, Megan conducted the class by giving 
a very clear prep beat with her hands. When the class started singing, Megan had a big 
smile, and even gave a little laugh of apparent pleasure with the performance. During the 
song, Megan danced around a bit in front of the class and sang along strongly. As the 
song ended, she clapped her hands and laughed again. "You guys did a great job. 
Thanks!" 
Megan appeared to be very relaxed and organized at her final peer teaching of the 
semester (April25, 2013). She started the lesson by putting up a graphic organizer she 
had created to represent the structure of the song "If I had a Million Dollars." She 
described her rationale for choosing the song and the connecting idea of creative writing: 
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I had a creative writing class in middle school, and it was just awful. The topics 
that they gave were just no fun. So, I thought it would be pretty cool to have the 
writing prompt inspired by this song. 
She described the overall structure of the lesson, and then she started the recording, 
pointing along on her image for student to follow. In her self-reflection following the 
lesson, Megan noted that she was nervous and felt liked she rushed a bit. "I was glad that 
I brought an example of the musical form so they would understand it a little better. My 
classmates seemed to enjoy the analysis and writing. There were lots of nods of 
agreement." Regarding any self-reflection that might have occurred over the course of 
the semester, Megan commented that she is very hard on herself. "A lot of times, I just 
look at the negative stuff. It's not as easy for me to notice what I've done well." 
Changes in perceptions of integration. In the initial reflection (January 10, 
2013) I asked students to write about ways one could integrate music in an elementary 
classroom. Many of Megan's suggestions exemplified the use of music as a management 
tool. She listed the use of music as a brain break, for "calm down time," as a timer, and 
to listen to while working on homework. Megan also mentioned one Level 1 teaching 
tool connection, "using music for memorization of subjects or terms." In the midterm 
reflection (March 7, 2013), Megan again listed ways that music could be integrated in an 
elementary classroom. All her examples suggested the use of music as a management 
tool. These included clean-up songs, task-based songs, and brain breaks such as the 
"Cha-Cha Slide." Megan also noted ways she would use music in her class, apart from 
interdisciplinary connections. She described singing with her class, playing instruments, 
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analyzing structure, tempo, and dynamics, and reading and writing melodies and 
rhythms. 
For Assignment 2 (February 28, 2013), groups of students presented songs to their 
peers. Megan described integrating the song "Under the Sea" using Level2 topic 
connections: 
Our main reason for choosing this song was to try to incorporate other disciplines. 
While singing this song, students can learn about life under the water in the ocean. 
Not only could this song be applied to a science lesson, it could be paired with an 
rui lesson, as well. Students could create their own sea creatures that could be 
placed on a bulletin board "sea." 
As a portion of the midterm reflection (March 7, 2013), I asked students to write 
about their intentions to integrate music in their future classrooms. Her answer indicated 
Level 2 topic connections and Level 1 teaching tool connections. "I love singing songs 
with kids. It's such a great way to remember things. I'll use it to memorize things or to 
make boring tasks more exciting." 
For Assignment 3 (March 7, 2013), Megan wrote two songs. The frrst was called 
"Verbs" and exemplified Level 1 teaching tool connections, focusing on the use of music 
to help memorize a set of facts: 
I choose [sic] to create a song about a part of speech because that is something 
you learn almost every year in school. It would be even more helpful to create a 
song for each part of speech. Songs are a great way for something you learned 
years ago to easily be accessed and remembered again. I learned the parts of 
speech again this year, as a junior in college, and it would have been so much 
easier to just recall a song I learned in third grade in order to remember the 
purpose of each part of speech. 
Megan's second song description was characterized by the use of music as a management 
tool: 
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The topic of cleaning up was an easy choice because with younger kids, it is 
always something that needs to be done. When students have a song to sing while 
performing a non- exiting task, it makes it much easier to get the job done. 
For Assignment 4 (April4, 2013), Megan described three lesson ideas connecting 
the song "Ifl had a Million Dollars" to different areas of the curriculum. Her first idea 
integrated music and creative writing and exemplified a Level4 conceptual connection. 
The connecting idea that Megan identified was structure. In music, students would 
diagram the form of the piece using a variety of images from the text of the song. In 
creative writing, students would answer the prompt, "If given a million dollars, how 
would you spend it?" Students would focus on the overall structure of their essays. 
Megan' s second idea also integrated music and language arts and again pointed toward a 
Level 4 conceptual connection. The connecting idea for this lesson example was 
repetition. In language arts, following an exploration of the parts of speech, students 
would identify all the nouns, pronouns, and verbs in the lyrics of the song. In music, 
students would locate all the repeating sections in the piece. Megan's final idea 
connected music and math and could be characterized as a Level 2 topic connection: 
For the discipline of math, I would have the students research average market 
prices of objects in the song then calculate if $1 ,000,000 would, in fact, be enough 
money to purchase all the items listed. Students would then explore how prices 
change and compare today ' s prices to those of 10, 50, and 100 years ago. For the 
discipline of music, I would give each student a small bog or coin purse filled 
with metal coins. Students will then use their coin purse as an instrument and 
shake it every time something is "purchased" in the song. 
I applauded Megan' s use of connecting concepts and the balance between 
disciplines in her first two lesson examples when I made written comments about her 
assignment. I stressed that a connecting concept would greatly improve the integrity of 
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her third idea. In her creative writing lesson description, Megan had written that students 
would "draw out a representation of their creative writing piece." I asked her to clarify. 
"What does this mean? A map? A diagram? A flow chart depicting the structure?" 
Knowing that Megan would choose one of these three lesson ideas to develop into her 
final interdisciplinary project, I stated that I thought her first and second ideas were 
especially promising. 
For her final assignment (April25, 2013), Megan chose to develop her lesson idea 
integrating music and creative writing. The lesson exemplified Level 4 conceptual 
connections: 
What would I do if all of the sudden, I got a million dollars? This is something, 
I'm sure, that everyone has thought about. I truly feel I could get students of any 
age engaged in this lesson. At the end of the lesson, everyone will have the 
opportunity to share what they would purchase. I feel this would really promote a 
sense of classroom community. 
Her written lesson included standards and objectives for music and creative writing, but 
only incorporated an assessment for the creative writing portion of the lesson. As she had 
in Assignment 4, Megan directed students to analyze the form of the song then create a 
diagram to represent the structure. In her peer teaching of this lesson, she shared her own 
interpretation of the form. Figure 2 shows Megan' s depiction. 
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Changes in attitude toward music integration. Before the course, Megan had 
not thought about integrating music in her future classroom. In her midterm reflection 
(March 7, 2013), Megan discussed possible issues that might arise when singing with 
students: 
When using songs with kids, I think it is always a good idea to do them with a 
group, at least to start. It seems most kids don' t want to sing alone in front of 
their peers, especially when they do not know a song well. It makes it much more 
enjoyable for everyone in the group to sing together. The exception would be if 
students want to sing alone, then, by all means, let them! More power to them! 
Another challenge could be getting the students excited to sing a new song. There 
will always be a student or two who don't want to participate because it may be 
out of their comfort zone. This will always be a challenge you face as a teacher. 
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Negative reactions can usually be avoided by keeping the students' interests in 
mind when creating or picking out songs to use in class. 
Megan also commented on possible behavior issues when integrating music. She 
expressed concern over "getting the kids to calm down after a song that involves 
movement." Even with those concerns, though, she stated, "I am still all for using 
music!" In addition to potential problems, Megan described benefits associated with 
musically integrated lessons. She stated, "Music has been proven to help in other subject 
areas. It can be easily related to students and their lives." An additional benefit Megan 
mentioned was purely a purely musical benefit. "Many students don't ever have the 
opportunity to listen to or sing music, which is sad, because many students may be 
musical learners, which could enhance their learning and even their grades 
tremendously." 
During the fmal interview (May 8, 2013), Megan rated her attitude about 
integrating music in her future classroom as favorable: 
Oh, I'm for it. All for it! I think it's a great way for kids to learn. It always made 
things much more exciting for me when there were songs and things like that. 
I'm all for it. On the scale of 1 to 10 I'd probably be a nine or 10. 
She went on to describe her position more fully, providing her rationale for integrating 
music in her future classroom: 
I really love music, it's just a really big thing in my life. It's a great way for kids 
to be able to learn. Some kids don't have that lifelong turn-on to music, I 
suppose, because there are probably a lot of people that didn't like music, and so 
their kids aren't going to be exposed. I feel like there are a lot of kids that miss 
out on an opportunity to have a musical influence if it's not incorporated 
somewhere in school. They might not get it anywhere else. 
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Megan expressed positive feelings about collaboration with her peers in her future 
teaching: 
I think that's so great. There are so many ideas that other people have that I 
would never think of, so I'm really excited to collaborate with other teachers. I 
hope that's kind of the movement- that everyone really is collaborating a lot. 
You hear a lot about teams of teachers, which is really exciting to me. I'd rather 
collaborate than just go in my classroom, shut my door, and do my own thing. 
Changes in perception of subjective norms. In the midterm reflection (March 
7, 2013), Megan described how others' perceptions of music integration would affect her, 
noting that others' approval or disapproval would be a major factor in her decision to 
integrate music: 
Hopefully all the staff at my future school will be very supportive of me using 
music in my classroom. There may be administrators that don't encourage it, 
though. That will affect whether I use music a lot or a little. 
In the final interview (May 8, 2013), Megan again expressed a sense of hope. Her 
comments also demonstrated a change in her perceptions of subjective norms, noting that 
others' approval or disapproval would not greatly influence her decision to integrate 
music in her class: 
I would wish that my future co-workers and administrators will be positive about 
it [music integration]. I'm sure you' re going to have parents that don't want it, or 
who think it's not even that important, though. Especially since it seems in a lot 
of schools that the arts are getting cut, so there are principals that don't feel like 
it's important, and that's sad, because that really stifles the creative side ofthe 
student. There are always going to be people who disagree with what you're 
doing in the classroom, but you just have to have a valid reason to back it up. [To 
researcher] I'll have them call you! [Laughs.] 
Megan's perceptions that other classroom teachers integrate music only a 
negligible amount were consistent throughout the semester. When asked what 
experiences she had with music in elementary classrooms as a student, Megan stated, 
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"Zip. I don't remember ever doing music in my regular classroom" (initial reflection, 
January 10, 2013). At the fmal interview (May 8, 2013), Megan predicted that her future 
colleagues will not integrate music very much: 
I would hope most teachers would integrate music, but growing up, and the 
schools where I've observed during college, it's not really a huge thing. When 
music is integrated, it's not meaningful music; it's just [a] playing-the-song type 
of thing. I feel like it [integrating music] is kind of an intimidating thing. If they 
[other classroom teachers] are not a music teacher, it's hard to know what is 
supposed to be integrated and what is not. So, I feel like a lot of teachers might 
not integrate as much. 
Changes in perceived behavioral control over music integration. At the 
beginning of the semester, I asked students to describe how confident they felt regarding 
their ability to incorporate music in their future classrooms. Megan wrote, "Absolutely 
not at all" (initial reflection, January 10, 2013). Around the midpoint of the semester was 
the first formal peer teaching (February 28, 2013). Megan's perceptions had changed and 
she was much more confident in her abilities: 
I would feel very comfortable using this song in a classroom; however, there 
would be some challenges. During some parts of the song, the words are sung 
very fast which might make it frustrating and difficult for some students. On the 
other hand, this song would be very helpful in representing a very fast tempo. 
Overall, I feel kids would respond very well to using this in a classroom and it 
would be a ton of fun. 
In the midterm reflection (March 7, 2013), Megan commented, "I feel much more 
confident with it [music integration] and how to use it across other disciplines than I did 
at the beginning of the semester!" At the fmal interview (May 2, 2013), Megan again 
discussed her confidence in integrating music. She emphatically described her desire to 
integrate music, but acknowledged that she still feels unsure of herself at times: 
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I'm not as, I mean, this is my only college music class I've ever taken! A lot of 
the stuffl 'm learning is brand-new, and, like, in high school, I didn' t have to read 
music, I could just follow along. I mean, I love to sing. I really enjoy singing, 
and I feel like I'm okay at it, really okay at it. I'm a little nervous about teaching 
the more musical part of lessons, though. Like in my fmal presentation, it was 
awesome, but to actually make music meaningful, not just playing the song, that 
is ... [pause, blows out a big breath] I'm a little nervous! I don't want to teach the 
wrong things and have the kids learn the wrong stuff. That's where I'd have to 
brush up on some of that stuff. 
In the fmal interview (May 8, 2013), Megan discussed her relative comfort in 
teaching other subjects, stating that she felt comfortable teaching math and language arts, 
but more uncomfortable with science and social studies. She also distinguished between 
comfort in teaching a subject and excitement about teaching a subject: 
Megan: I'd be fine with math. Language arts wouldn' t be too bad and reading 
wouldn't be too bad. Mostly science and social studies, I think, are the most 
scary. 
KH: In a math lesson that you're comfortable with, would you feel better about 
integrating music into that lesson, or integrating science? 
Megan: I feel more excited about integrating music. It would be hard, just 
because I'm so analytical and so logical. It feels like math and music are hard to 
integrate, unless it is, like, Schoolhouse Rock, and there's a song specifically 
written for that concept. You know, it's hard to come up with a song. 
Megan described her confidence in teaching the lesson that she created for her 
final interdisciplinary project: 
I feel very prepared to present this lesson. I'm really comfortable presenting 
lessons to kids. If given the opportunity to teach this lesson in a creative writing 
class, I would be really excited. There are endless options for the students, and I 
feel that they would be very excited about the open-endedness of the assignment. 
I had a blast making my picture. Just because I'm so excited about it, I feel like 
the kids will be excited. I feel like it would be a pretty fun lesson. (May 8, 2013) 
She also described the process of creating her fmallesson: 
It was easy and difficult. I was so excited about it, but then when I sat down, I 
was like, "Oh my gosh, there are so many songs. There are there are so many 
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songs in the world!" Once I had one, I was pretty excited about it! It was a lot of 
ftm. It was something that I would enjoy doing with students, so that made it a lot 
easier and more exciting. 
I asked Megan if she thought she could have come up with her final lesson plan at the 
beginning ofthe semester. She replied: 
Gosh no! Well, I would've been like, "Great. I have this song. I 'm going to play 
it for them, and then I'm going to go off on language arts." I would have never 
even thought to have it actually be a meaningful music lesson. That was 
something that we learned throughout the whole semester, that there are skills in 
music that you kind of need to integrate, and stuff. I would've been just like, 
"play a song," but that' s not integrating music. This whole class taught me that. 
Case 6 summary. Megan was the final participant in the formal previous musical 
experiences category. She planned to seek a middle school math teaching job after 
graduation. Megan discussed music in relation to important people and events in her life. 
She also mentioned the role music plays in her emotional life. Megan described the 
course structure and course activities as beneficial in preparing her to integrate music in 
her future classroom. 
The levels of integration exhibited in Megan' s discussions and designs changed 
throughout the semester. At the beginning of the term, I labeled her ideas regarding 
music integration as non-academic uses of music and Level 1 teaching tool connections. 
She continued to describe music integration in this way at the midpoint of the semester, 
but also discussed Level2 topic connections at that point. By the end of the semester, 
Megan focused solely on Level 2 topic connections and Level 4 concept connections. 
Her final project exhibited a Level4 connection. 
Megan' s attitude toward music integration, perceptions of subjective norms 
related to others' approval, and perceptions of behavioral control changed over the course 
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of the semester. Her perceptions regarding other's actions remained stable. Megan's 
attitude toward music integration improved greatly during the course. She began the 
semester with a neutral attitude toward music integration, but by the midterm, had a very 
favorable attitude. She remained very positive about music integration at the end of the 
course. Megan's perceptions that others' approval or disapproval would affect her 
decisions to integrate music decreased greatly over the semester, going from a perception 
that others' approval would have a major influence on her decisions, to a perception that 
others' approval would have a negligible influence. Megan's perceptions of behavioral 
control improved over the course of the semester. She began the course not confident in 
her ability to integrate music, but by the midterm was confident. She remained confident 
of her ability at the end of the course. Megan's perceptions that other classroom teachers 
integrate music a negligible amount remained constant throughout the semester. 
Summary 
In this chapter, I presented six individual cases of pre-service elementary 
classroom teachers' perceptions of music methods course content, organization, goals, 
learning outcomes, in-class activities, and written assignments. With the intent of 
providing for theoretical replication I offered evidence related to embedded units of 
analysis, which included: 1) changes in pre-service teachers' perceptions of how music 
could be integrated; 2) changes in pre-service teachers' attitudes toward integrating music 
into the elementary curriculum; 3) changes in pre-service teachers' perceptions of 
subjective norms influencing beliefs about integrating music into the elementary 
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curriculum; and 4) pre-service teachers' changes in perception of behavioral control over 
implementing music integration. 
In the following chapter, I present findings and implications of the study 
including a cross-case analysis of the six participants' data. I address each of the research 
questions, offer a retrospective of the music methods course, and suggest implications for 
elementary teacher education and for future research. 
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Chapter 6: Cross-Case Analysis, Conclusions, and Implications 
Using embedded, multiple-case study as a design, I developed case studies of six 
participants who were enrolled in a required elementary music methods course. In this 
chapter, I aim to draw conclusions about their intentions to integrate music based on a 
cross-case analysis. I then turn my attention to a retrospective ofthe music methods 
course, focusing on desirable course features, and recommendations for improving the 
course. The fmal section includes implications for elementary teacher education and for 
future research. 
The following research questions guided my exploration into the results from an 
undergraduate course for elementary majors that focused on music integration. 
1. What specific components of an elementary music methods class for non-
music majors did participants identify as influencing their intentions to 
integrate music in their future classrooms? 
2. Considering Wiggins's levels of integration (2001) as a means for 
classification, to what extent do perceptions of music integration change 
during the course of the semester long music methods course? 
3. Considering the theory of planned behavior as a framework, how do 
participants' attitudes toward music and music integration change during the 
semester-long music methods course? 
4. Considering the theory of planned behavior as a framework, how do 
participants ' perceptions of subjective norms related to music integration 
change during the semester-long music methods course? 
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5. Considering the theory of planned behavior as a framework, how do 
participants' perceptions of behavioral control over implementing music 
integration change during the semester-long music methods course? 
I proceed in this cross-case analysis, first, by addressing the initial research question 
about course content and structure. Then, I describe characteristics of participants, which 
emerged from case analysis and seem antecedent to their perceptions of music 
integration, attitudes toward music integration, and beliefs about their capacity to 
integrate music. Subsequently, I address each of the remaining research questions in 
turn. 
Fishbein and Ajzen (1975) proposed that, together, an individual's attitude toward 
the behavior, perceived norms, and perception of behavioral control lead to the formation 
of behavioral intention. When an intention is strong, it is more likely that the behavior 
will be carried out (p. 21). Additionally, it is only when people have actual control over 
their performance of the behavior that intention is expected to accurately predict 
behavior. I therefore conclude the cross-case analysis with predictions about which of 
the participants is most likely to integrate music into his or her future classroom. 
Perceptions of Course Content and Structure 
Several participants made strong statements concerning the way the course was 
structured, specifically that it focused on how to implement music integration rather than 
focusing solely on developing basic music skills. They observed that it might be difficult 
to become musically proficient in one semester, and that music integration did not 
necessarily require strong musical skills. They commented that they realized they would 
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not be responsible for teaching music content because, more than likely, there would be a 
music teacher at the school. It was more important to them, based on comments made by 
the end of the semester, that they were able to become experienced in how to integrate 
music into academic lesson plans. They noted that music concepts and skills were 
embedded in the lesson plans, but those were not the primary focus of the course. 
They also appeared to be more intentional considering integrating music based on 
their comfort level with their musicianship. Singing is an activity that can easily be 
incorporated into the classroom setting, and several participants noted their increased 
confidence in their singing ability. This appeared to be because of the amount of singing 
they used when teaching their lessons to one another. While they recognized they were 
not accomplished musicians, most of the participants felt an improved level of self-
confidence concerning their musicianship. 
Participants mentioned that it would be easier to incorporate music because of the 
new-found familiarity with musical resources. Participants also found that having to 
teach lessons for their peers caused them to reflect more deeply on how the integration 
might be as meaningful as possible. Having to present a lesson instead of simply turning 
in a written assignment appeared to motivate them to prepare at a higher level. Rather 
than having a history lesson that included the state song, for example, one participant 
designed a lesson centering around sustainable resources. This required quite a bit of 
preparation, synthesis, and thought, but resulted in being "pumped to teach." Similarly, 
participants expressed that being able to watch their peers present lessons resulted in 
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more ideas about how music might be integrated in multiple subject areas across the 
curriculum. 
Because of the assigned lesson plans that required music integration, the 
participants were able to recognize their increased likelihood to include music based on 
their comfort level with specific academic areas. Some indicated they were more 
comfortable with math, some with history, some with topics of culture. That these 
assigned lesson plans were based on strategies taught during the course also made them 
more knowledgeable concerning integration. 
Participants' comments concerning the faculty member centered around two topic 
areas: 1) the value they perceived from my modeling components of music integration, 
and 2) the value they perceived from the feedback I gave them. The importance they 
placed on these two topic areas might possibly result in strengthening their intentions to 
integrate music in their future classrooms. Through my modeling and feedback, 
participants appeared to gain a stronger sense of their abilities in integrating music into 
their classrooms, which is related to perceived behavioral control in the theory of planned 
behavior. 
At the end of the semester, students commented on how much they valued being 
shown exactly how integration could be incorporated into lesson plans, and how I 
modeled musical concepts and skills by including them in those lesson plans. 
Participants commented that in many of their courses, they had been told how to teach, 
but in this course, I showed them how to incorporate music skills and music integration. 
This approach, according to the participants, resulted in their being more likely to 
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remember the strategies and ideas. One participant noted that my modeling rather than 
just informing them of particular strategies and techniques indicated that I cared about 
them and their success. Because I modeled for them, they knew those were things I 
considered particularly valuable. Participants also indicated in their comments that most 
of their other methods classes were more of a lecture format, with little modeling. They 
indicated that learning through modeling and then active participation was much more 
valuable for them as future teachers. An example of an improved sense of self-efficacy 
based on my modeling is indicated by the following quote: 
Listening to songs is another example. I liked all the ways you led us in our 
listening. I know that I could implement that in my classroom. I never would've 
thought of that before. I know how I can lead students' discussion, I know I can 
guide their listening, [asking things like] "What do you think about this? How 
does this compare to that?" So, I loved it, and I was engaged, and not bored. 
[Laughs.] Really! I'm not just saying it! (Payton, final interview, May 7, 2013). 
The value of my feedback was discussed in the final interviews, and was also 
evident in the choices the participants made concerning their final projects. The feedback 
on their proposed final projects was quite detailed and brought concepts of Wiggins ' s 
levels of integration to the forefront of their thinking. One participant noted that she 
appreciated feedback for all of her proposed ideas, even the ones she did not choose, so 
that she could improve those later. Participants remarked on the detail of my feedback on 
those projects as well as throughout the course. The following quote indicates the value 
of my feedback and how it deepened their thinking, and perhaps contributed to their 
intentions to integrate music: 
Written feedback was fantastic, especially when you said something like, "I really 
enjoyed this idea." It helped me think, "OH! I'm going to think a little further 
about this." So, the written feedback was very important. I think it helped for me 
167 
to review it, and think, "okay, I can look a little deeper into this, I'm on the right 
track" (Mariel, final interview, May 2, 2013). 
Characteristics of Participants 
Each participant emphasized the importance of music in his or her life, and all six 
participants described the powerful connections between music and the important people 
in their lives. In some cases, their choices of music for integration appeared to be based 
on such emotional connections, but in all cases, choices of music for integration appeared 
to be connected to prior experiences with music in their lives. 
For Assignment 1 (January 24, 2013), students created a CD. Each participant 
included songs representing or dedicated to their family members; on Megan's playlist, 
all but two songs had family ties. Payton described a song she included for her mom: 
"The Best Day" talks about a relationship between a mother and daughter and the 
memories they have shared. My mom is my greatest friend, my supporter, and 
my advocate. When she was just 19 years old, she took the difficult road by 
choosing to have me. She has pushed m and helped me to grow into the woman I 
am today. 
A majority of participants included songs with connections to their parents. Tessa 
included a song on her CD for her mom. "I chose this song because it reminded me of 
when I was little. My mother always listened to the Beach Boys. Whenever we go on 
family trips, she still listens to them." Mariel included a song on her CD for her dad: 
Before my father and I hit the slopes at Bridger Bowl, we play this song. Not 
only does this song bring back positive memories from family ski trips, but it also 
gets me revved up for hitting the black diamonds. 
In addition to family connections, each participant also described positive 
associations or memories that accompanied certain songs. Eva described a particularly 
vivid memory associated with the song "Deeper than the Holler": 
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When we were children, my grandparents would often take us for times. I 
LOVED the time I got to spend with my grandparents. Whenever we went 
somewhere, we would ride in my grandmother's car, and because this was years 
ago, it only had a tape player. The preferred tape was Randy Travis, and the song 
my sisters and I always loved the most was this one. Even now it still makes me 
think of being young and riding in my grandma's car, usually going to play tennis, 
to check out the library, or to church. 
Tessa highlighted the importance of the relationship between dance and music in her life. 
Throughout the course, Tessa emphasized her past experiences with dance. "I have 
danced my whole life. Whenever I hear piano or any calm music, I think of ballet 
positions. With any type of music, I always fmd myself dancing to it" (initial reflection, 
January 10, 2013). 
Emotional Connections. Four of the participants revealed deep, emotional 
connections with music. I was honored that Payton, Eva, Megan, and Mariel each felt 
comfortable enough to share their feelings about sensitive issues such as sadness, faith, 
life goals, and the loss of friends and family members. For example, in Assignment 1 
(January 24, 2013), when Eva described the song "Wounded," by Third Eye Blind, she 
shared how music was incredibly powerful in helping her through a very difficult time in 
her life: 
This song helped me deal with the repercussions of abuse and sexual assault. 
After something like that, a person is not the same and it is hard to move past 
what happened and let people back into your life, especially to trust them. It is 
even harder when the person who did it was a friend. This song really spoke to 
me and helped me ... at a time when I did not want people around me and I 
wouldn't let anyone touch me. This song helped me heal. 
Payton described the power of music in helping her through a variety of life 
expenences: 
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I like to call this song my "life anthem." Life is always changing which means 
that I am always changing. From stupid high school boyfriends to losing my dad 
to getting married last summer, I am continually growing and becoming new. 
This song reminds me that I'm not who I was, and I'm going to be okay. 
Similarly, Marie! discussed music almost as a tribute to a former teacher, noting that 
music helped her express emotions during a difficult time: 
When my flute teacher died in my senior year in high school, I often looked to 
music to help me express my feelings. This piece reflects how strongly I was 
affected by her death and how difficult it was to continue playing and practicing 
my flute. This song sums up the feelings of sadness, depression, and loss of a 
friend and our dreams that I experienced when she died. 
Alternately, the connections to music that Zach and Tessa described were less 
connected with their personal emotions or challenging times in their lives. Zach 
acknowledged this, and offered a rationale: 
If you haven't noticed, I'm not going into too much depth with my reasoning for 
why I included these songs. I feel like with music, you don't have reach too far to 
feel a connection. A song can just be sonically pleasing; it sounds nice .... This is 
one of those songs that just sounds nice. (Assignment 1, January 24, 2013) 
Choice of musical selections. The music that participants chose to incorporate 
within their lessons throughout the semester could often be traced back to their previous 
experiences and to emotional associations with music. In the initial reflection (January 
10, 2013), Tessa mentioned that music had been played "as a free time backdrop" during 
her elementary school years. Even though playing background music was never 
mentioned as a strategy during the course, she planned to continue with that activity with 
her future students. "I like to play music during free time, I feel like its really important." 
In some instances, participants acknowledged that their musical choices were 
made for emotional reasons. Payton chose the piece "Amarillo Sky" for her final project 
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(April25, 2013), in part because it reminded her of her father, who had recently passed 
away. "I love the story of the farmer in the song. Although my dad never ranched, he 
did work very hard for his living, always sacrificing for our best interest." 
Changes in Perceptions of Integration 
Wiggins's (2001) five levels of curricular integration were used theoretically to 
explain participants' descriptions and demonstrations of music integration, and more 
importantly, the levels were used to explain changes in perception of integration that 
occurred as the semester progressed. Level 1 teaching tool connections were described as 
situations in which "one discipline serves the other by providing a vehicle through which 
facts or information can more efficiently be learned and remembered" (Wiggins, 2001, p. 
42). A Level2 approach was characterized by topic connections, where "one subject area 
serves to clarify or enrich another" (Wiggins, 2001 , p. 42). Level3 thematic connections 
were described as taking "the form of integrated thematic units" (Wiggins, 2001, p. 42). 
Wiggins described Level 4 integration as conceptual connections, where concepts 
addressed were broad, over-arching ideas that extended beyond subject-area boundaries. 
Finally, Level 5 process connections were described in terms of students' engagement 
with processes common to more than one discipline. Wiggins explained, "being aware of 
how they [processes] function in one discipline can enhance students' understanding of 
how they function in another" (p. 43). 
In Table 3, I have displayed my categorizations of each participant's discussion 
and demonstration of Wiggins' five levels of integration at the beginning, middle, and 
end of the semester. In addition to Wiggins's five levels, I identified three additional 
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categories of integration: "Non-academic" referred to the use of music for purposes of 
behavior management, "musical activities" referred to an activity that incorporated 
musical skills or elements, but did not connect to another curricular area, and "non-
specified" refers to an interdisciplinary activity that was not explained fully enough to 
classify it as belonging to one particular level of integration. 
Over the first half of the semester, the focus of the course was on active music 
making. Students participated in mini-units on a variety of topics: (1) reading, writing, 
and performing rhythms; (2) reading, writing, and performing melodies; (3) singing; (4) 
moving; (5) creating; and (6) listening and analyzing. My students and I informally 
discussed non-academic outcomes of music integration during the first half of the 
semester, such as listening, and following directions. We also discussed positive 
outcomes such as increased student interest, engagement, and enjoyment of learning that 
might result from music integration. Discussion occurred in the context of immersion in 
musical activities, and students had ample opportunities to practice musical skills. For 
example, one day the main class focus was on singing. One of the songs I chose to use as 
an exemplar was a lining-up song, so I initiated a discussion about the role of music in 
helping to shape students ' behaviors. I asked students to describe other instances of the 
use of music as a behavior modification tool during their practicum experiences. I also 
asked students to reflect upon problems that might occur in these types of scenarios and 
brainstorm solutions. 
Given this focus of the course, it was not a surprise that each ofthe participants, at 
the beginning and midpoint of the semester, discussed incorporating music for non-
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academic reasons. The various non-academic uses of music mentioned by participants 
included listening to music while working, helping with transitions, making clean-up 
time more fun, helping students relax, engaging students in lessons, using music as a 
brain break, playing music to gain students' attention, and using music as a timer. 
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Table 3 
Levels of Integration 
Participant Beginning Middle End 
Tessa Non-academic Non-academic Levell 
Levell Level3* 
Level2 Level4 
Musical activities 
Zach Non-academic Non-academic Non-academic 
Level 1 Level2* 
Level2 Musical activities 
Non-specified 
Musical activities 
Payton Non-academic Non-academic Non-academic 
Level2 Levell Levell 
Level2 Level2* 
Musical activities Level3 
Level4 
Eva Non-academic Non-academic Level4* 
Level2 Levell 
Level2 
Level4 
Non-specified 
Marie I Non-academic Non-academic Level2 
Levell Levell Level4* 
Non-specified Level2 
Megan Non-academic Non-academic Level2 
Levell Levell Level4* 
Level2 
Musical activities 
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During the fust half of the semester, I made brief references to music integration 
activities or lessons that would have been categorized as Wiggins's Level 1 teaching tool 
connections, Level 2 topic connections, or Level 3 thematic connections, had I labeled 
them for students at that point. Prior to the midterm, I did not formally discuss music 
integration with my students; instead, discussion of integration occurred in the context of 
immersion in musical activities and rehearsal of musical skills. Four of the six 
participants mentioned music integration connections at the beginning of the semester 
that I later classified as either Levell or 2 connections. At the midpoint of the semester, 
every participant discussed or demonstrated Level 1 and Level 2 connections, which was 
not surprising, considering the focus of the first half of the semester. 
Payton's and Megan's comments were typical of the Level 1 connections 
mentioned by participants. Payton noted, "I plan to use music in my classroom. I want 
to use it to help [my students] learn important facts and ideas" (final interview, May 7, 
2013). Similarly, Megan stated, "I love singing songs with kids. It's such a great way to 
remember things. I'll use it to memorize things or to make boring tasks more exciting" 
(midterm reflection, March 7, 2013). Eva's position on Levell connections differed 
from the rest of the participants and her own comments and actions contradicted each 
other. In Eva's group presentation (February 28, 2013), she commented about a possible 
use for a song that exemplified a Level 1 connection. "The words can be changed ... [and] 
students can sing it to help them remember the content." For Assignment 3 (March 7, 
2013), she again demonstrated Levell connections, creating a song to help students 
remember the water cycle. "With a group of students, I would first have them read the 
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words and learn them ... students can then sing it in class to help them remember the water 
cycle when they need to." Conversely, she stated in her midterm reflection (March 7, 
2013), "I intend to integrate music, but I'm not a huge fan of using it [music] to 
memorize facts . If it's just facts that you can' t memorize [without music] , you shouldn' t 
have to memorize them anyway." This suggests that at the midpoint of the semester, Eva 
might have been philosophically opposed to Level 1 connections, but perhaps did not 
have the tools to create lessons exemplifying higher levels of integration. 
In the student reflections at the midpoint of the semester (March 7, 2013), each 
participant referred to musical activities that could be categorized as Level 2 connections. 
Tessa's and Eva's comments were typical ofthe Level2 connections mentioned by 
participants. Tessa described a potential use for a song. "This song could be used to get 
the students excited about an activity or something that they may be doing soon." Eva 
also mentioned the use of music at the beginning of a unit. "To get them started on stuff, 
songs are great." Four participants referred to musical activities separate from 
interdisciplinary connections. It makes sense that after half a semester focusing on 
reading, writing, singing, playing, creating, and listening to music, rather than 
specifically focusing on integrating music with other content areas, that participants 
would mention musical activities apart from any curricular connections. 
However, after focusing on active music making, and with no references during 
class to conceptual connections in music integration, Eva' s Level4 connection was a 
surprise. She presented the "Farmer in the Dell "with a small group and described it as a 
pattern song. "Because of the simple pattern, students could easily replace the words in it 
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and change them around. They could construct patterns in their own writing" (February 
28, 2013). Perhaps the connection simply occurred to her; perhaps I had inadvertently 
modeled Level 4 connections without being explicit about them; or perhaps she drew on 
experiences from outside the class. In any case, Eva' s inclusion of a Level4 connection 
at the midterm indicated that upper level concept connections, while not likely, are 
possible following a focus on active music making. 
During the second half of the semester, the students participated in a series of 
mini-units related to music integration: (1) music and other arts; (2) music and literature; 
(3) music and culture; and (4) music and history. There was an ongoing focus on the 
importance of treating each curricular area with respect. Barrett, McCoy, and Veblen 
(1997) labeled this idea "integrity for each discipline," and noted that a focus on the 
standards of each discipline helps to maintain curricular integrity. Students also explored 
the idea of "integrity between the disciplines" (Barrett et al. , 1997). The incorporation of 
a broad concept, topic, or process in an interdisciplinary lesson helps to ensure that a 
valid connection between the two disciplines is present. The idea of integrity between 
the disciplines perfectly aligns with Wiggins's Level4 concept connections. 
During the second half of the semester, Level4 concept connections were 
regularly reinforced in class discussions, activities, assignment guidelines, and assigned 
readings, which I labeled as "conceptual connections." In addition, I provided detailed 
written comments about each participant' s Assignment 4 lesson ideas, providing 
guidance for the creation of their fmal projects and pointing them toward conceptual 
connections. Accordingly, I expected a majority of participants to incorporate Level4 
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connections in their final projects. In spite of my input, only three ofthe participants 
incorporated Level 4 connections in their final projects. In the final projects of the three 
students from the formal category, clear connecting concepts and a balance of activities 
between the disciplines were evident. Eva connected music and art by exploring the 
concept of individuality in both. Mariel created a lesson integrating music and language 
arts in which she explored the concept of structure. Similarly, Megan focused on 
structure and developed a lesson integrating music and creative writing. Payton and 
Tessa highlighted connecting concepts (Level 4 connections) in their written plans; 
however, the way Payton described cause and effect was more typical of a Level2 topic 
connection, and the way Tessa described mood was more typical of a Level 3 thematic 
connection. Despite my feedback suggesting that Payton explore cause and effect in 
music, she only focused on cause and effect during the science portion of her lesson. 
Music was used as a way to enhance the science lesson. Similarly, Tessa indicated that 
students would explore the concept of mood in her lesson; however, rather than focusing 
explicitly on mood, she instead drew on the theme of September 11, 2001 found in both 
the lyrics of the song "Where Were You (When the World Stopped Turning)," and in a 
historical overview of the day' s events. 
Given my explicit intention to incorporate music integration activities with 
conceptual connections in the second half of the semester, and given my feedback to 
students pressing them to make Level 4 connections in their lesson plans, it was not 
surprising that by the end of the semester, five of the six participants were able to design 
and/or demonstrate lessons that included conceptual connections. Zach, however, 
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demonstrated Level 2 topical integration in his final project. Level 2 connections, in 
which music is used to enhance another discipline, were the highest level of integration 
Zach demonstrated all semester. In Assignment 4 (April4, 2013), Zach described three 
lesson ideas connecting the [State] state song to different areas of the curriculum. All 
three of his ideas were characteristic of Level 2 topic connections. In my written 
feedback, I asked him to make sure to have more detail regarding the language arts, 
history, or visual arts portion of the lesson. I reminded him about integrity for each 
discipline and directed him to use art, language arts, or history skills and concepts, and to 
make sure to analyze more than just the text of the song. I also asked guiding questions 
about possible connecting concepts that he could use for the final project. Rather than 
incorporate my feedback, Zach chose a completely new song and connecting discipline 
for the final project. This last minute change of song was consistent with Zach's usual 
lack of concern about following directions and his tendency to ignore my feedback. 
Zach's inclusion of a Level2 connection for the fmal project indicated that while upper 
level concept connections might be expected following a focus on music integration, 
other factors, including non-conformist student behaviors, might preclude upper level 
integration. 
Changes in Attitude toward Music Integration 
I asked participants about their attitudes regarding music integration at the 
beginning, middle, and end of the semester. Based on their responses, and connected to 
the theoretical literature, I labeled their attitudes about integrating music as very 
unfavorable, unfavorable, somewhat unfavorable, neutral, somewhat favorable, 
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favorable, or very favorable. An example of an unfavorable response to the question 
"Have you thought about using music in your future classroom?" was, "Why would I 
teach music in my classroom?" (Payton, initial reflection, January 10, 2013). A typical 
example of a neutral response was, "I had considered it, but hadn' t put very much 
thought into it" (Tessa, initial reflection, January 10, 2013). An example of a response 
that was labeled as somewhat favorable was, "Music is important. If students are engaged 
and enjoying themselves and learning, then that's all I want. [I will use music] to get 
students engaged in an activity . . . but just in the beginning of a unit" (Eva, midterm 
reflection, March 7, 2013). At the final interview (April18, 2013), Eva discussed the 
song she had chosen for her final project. Her response was typical of statements that 
were categorized as favorable. She stated, "I was able to think of many educational ways 
this song could be integrated into the everyday classroom" (Eva, final interview, April 
18, 2013). Finally, participants' responses regarding their attitude about integrating 
music were categorized as very favorable if they incorporated multiple superlatives. An 
example ofthis type of response was, "Oh, I'm for it. All for it! I think it's a great way 
for kids to learn. It always made things much more exciting for me when there were 
songs and things like that. I'm all for it. On the scale of 1 to 10 I'd probably be a nine or 
10" (Megan, final interview, May 8, 2013). In the final interviews, I asked participants to 
rate their attitude toward music integration on a scale of 1-10. A score of one 
corresponded with a very unfavorable attitude, and a score of ten corresponded with a 
very favorable attitude. I did not attempt to quantitatively analyze data from these 
rankings, rather, the rating scale was presented to participants as a tool for them to think 
180 
about and label their attitudes. Table 4 shows participants' attitudes about integrating 
music at the beginning, middle, and end of the semester. 
Table 4 
Attitude Toward Music Integration 
Participant Beginning 
Tessa Neutral 
Zach Somewhat favorable 
Payton Unfavorable 
Eva Neutral 
Mariel Neutral 
Megan Neutral 
Middle 
Somewhat 
favorable 
Very favorable 
Very favorable 
Somewhat 
favorable 
Neutral 
Very favorable 
End 
Favorable 
Very favorable 
Very favorable 
Favorable 
Somewhat 
favorable 
Very favorable 
All participants made more favorable comments about music integration at the 
end of the semester than they did at the beginning of the semester, but particularly 
notable is that most participants' attitudes had changed markedly by the midterm. At 
least once during the semester, each participant used the word "love" when describing 
music. For example, in describing a piece, Eva stated, "I just love this song! I love the 
sound of it! I can just close my eyes and listen to the wonderful voice and the gliding 
notes ofthe song. The lyrics are also wonderful!" (Assignment 1, January 24, 2013). 
Zach asserted his love for music in general, stating, "I'm a big fan of music. I just love 
it" (Assignment 1, January 24, 2013). Payton summed it up succinctly when she stated, 
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"I love music" (March 7, 2013). Especially during the first half of the semester, class 
activities capitalized on participants' enjoyment of music by promoting opportunities for 
students to experience the joy of music making. Rapid changes in most participants' 
attitude toward music integration, then, might be a result of building on existing 
favorable attitudes concerning music. 
Payton exemplifies a participant whose attitude toward music integration changed 
dramatically. She was the only participant to start the semester with an unfavorable 
attitude about music integration. As a part of the initial reflection (January 10, 2013), I 
asked Payton if she had thought about using music in her future classroom. She replied, 
"Not a lot. I wasn't planning on being a music teacher. Why would I teach music in my 
classroom?" By the midpoint of the semester (March 7, 2013), her attitude had 
drastically changed: 
I've had so much fun and am excited to have strategies to use! I feel like I will 
always use music somehow in my class. I love music and there are so many 
different ways to use it. I feel like no matter what, I will use music somehow! 
Payton's change in attitude might have been due to immersion in music making during 
the course. She commented, "It's good to sing all the time and practice. It's fun and it 
helps students to find confidence in themselves" (March 7, 2013). Her attitude remained 
very favorable for the rest of the semester. At the final interview (May 7, 2013), she 
rated her attitude regarding music integration. "I'd be a 9.5 or 10 on a 1 to 10 scale .. .I 
really want to use music and integrate it as much as possible." 
Mariel ended the semester with an attitude toward music integration that was only 
somewhat favorable. She commented in her initial reflection (January 10, 2013) that she 
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had thought "very little" about using music in her future classroom. At the final 
interview (May 2, 2013), Mariel rated her attitude regarding music integration on a 1-10 
scale: 
If I rated myself as favorable or unfavorable on the scale of 1 to 10, I don't know, I 
guess I'd be a little bit higher than middle ... I think it's extra work ... but I think it 
makes it a much more engaging experience for students. 
Mariel also commented that she did not expect to regularly incorporate music, stating that 
she would integrate it "kind oflike every once in a while." Mariel's comments were 
consistent with the findings of a previous study by Oreck (2004), who reported that while 
classroom teachers believed that the arts were important in education and recognized 
their potential benefits for students, they did not regularly incorporate the arts their 
teaching. Mariel's minimal change in attitude was surprising, because she had extensive 
formal music training prior to the methods course; however, she appeared to be very self-
critical of her own musical ability, and particularly her capacity for singing. These 
feelings of inadequacy overrode any positive in-class experiences and her demonstrated 
musical ability. 
Changes to Perception of Subjective Norms 
Applying the theoretical proposition of injunctive normative beliefs to music 
integration, those pre-service teachers who feel that important others in their lives 
approve of integrating music into the elementary classroom would feel social pressure to 
engage in music integration, while individuals who believe that important others 
disapprove of integration of music might perceive social pressure to avoid music 
integration. Table 5 shows my categorization of participants' beliefs about important 
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others' approval or disapproval on their own music integration, which were categorized 
only at the mid-term and through final interviews. 
During the second half of the semester, as the course explicitly focused on music 
integration, most participants ' perceptions changed regarding the influence that parents, 
other teachers, or administrators would have on their decisions about whether or not to 
integrate music in their own classrooms. Four participants initially believed that 
important others' approval or disapproval would have a major influence on their own 
music integration. Megan commented, "There may be administrators that don' t 
encourage it [music integration] , though. That will affect whether I use music a lot or a 
little" (midterm reflection, March 7, 2013). Similarly, Eva noted, "My colleagues' 
opinions will definitely affect me ... administrators' opinions definitely are important" 
(midterm reflection, March 7, 2013). Tessa also stated, "If the principal told me that I 
had to use music, I'd do my best to try incorporate it" (midterm reflection, March 7, 
2013). Mariel was even more extreme. "If future administrators fmd that my approach is 
unnecessary, then I may have to stop incorporating music" (midterm reflection, March 7, 
2013). 
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Table 5 
Changes to Perception of Subjective Norms 
Participant Mid-term Final 
Tessa Major influence Minor influence 
Zach Negligible influence Negligible influence 
Payton Minor influence Negligible influence 
Eva Major influence Negligible influence 
Mariel Major influence Minor influence 
Megan Major influence Negligible influence 
Four participants ended the semester with a belief that important others' approval 
or disapproval would only have a negligible influence on their own music integration. 
Megan and Tessa both discussed the significance of justifying their choices regarding 
music integration. Megan stated, "There are always going to be people who disagree 
with what you're doing in the classroom, but you just have to have a valid reason to back 
it up" (final interview, May 8, 2013). Likewise, Tessa commented: 
I think as long as it's appropriate, they [other teachers, administrators, parents] 
would be all for it. As long as it has a purpose in the class, and as long as I have 
reasons and canjustify how I'm using it, they'll see the benefit of it. (fmal 
interview, May 8, 2013) 
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Similarly some participants also speculated that they might feel pressure from 
administrators to focus solely on student achievement assessed by standardized testing 
related to Common Core. This might lead some teachers to integrate the arts only rarely 
in their classrooms. Payton spoke to this issue, but like Megan and Tessa, she offered a 
possible rationale for spending class time on music integration: 
I think you need to make a really strong case for the pieces that you're using. 
Common Core is about writing, but it's also about college and career readiness. 
Common Core is not just about correct answers, it's also about fmding 
information and knowing how to use it in a new way. Music can help the students 
with that. You also need to make a case that the songs that you're choosing are 
going to bump up the rigor of the lesson and that using music is pushing ... students 
to think critically. I think that people will be receptive, if you give them the facts , 
and present it, like, "Look, these are what the benefits are." (fmal interview, May 
7, 2013) 
Consistent with his other responses, Zach was always enthusiastic about 
integrating music. He summarized his thoughts regarding how others' approval might 
influence his decisions about incorporating music in his classroom. "I wouldn't be afraid 
to go against the norm and definitely make music a big part of my classroom. I'm not 
really WOITied about the peer pressure, or whatever you want to call it" (final interview, 
May 6, 2013). 
So, considering normative injunctive beliefs, the participants in this study initially 
believed that music integration in their future classrooms would be constrained by the 
disapproval of colleagues and administrators. Through the explicit focus on music 
integration in the second half of the semester, the participants began to focus not only on 
how to integrate music into their future classrooms, but they also developed rationales to 
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justify music integration. By the end of the semester, the influence of others ' approval 
(or disapproval) of music integration appeared to be minimized. 
Applying the theoretical proposition of descriptive normative beliefs to music 
integration, pre-service teachers who believe that other teachers integrate music 
themselves would be more likely to perceive social pressure to engage in music 
integration, while individuals who believe that important others are not integrating music 
themselves would perceive social pressure to avoid music integration. In general, 
participants perceived that other elementary classroom teachers rarely integrate music 
into their classrooms. The following comments were typical of participants ' perceptions 
throughout the semester: "I had a junior high teacher that would play music as we were 
working on homework. .. [ and] in kindergarten we sang songs, like the walking to recess 
one, but other than that, I don't really remember much music in school" (Tessa, initial 
reflection, January 10, 2013). "I haven't seen any music in my practicums [observations 
in the public schools]. I really don't think many teachers integrate music to the 
classroom" (Tessa, midterm reflection, March 7, 2013). "I don't think that other teachers 
are doing music integration in their classrooms. My experience has been that I don' t see 
a lot of teachers use music in their classes" (Mariel, final interview, May 6, 2013). From 
her Kindergarten practicum, Eva observed that music was integrated but not in a 
meaningful way: 
I guess, coming from what I've seen in schools here, they do a little bit of music, 
and I mean, I was in kindergarten for my practicum, and there was a lot of music, 
but it wasn't really music teaching, it was using music to teach about the days of 
the week, or the weather, or a brain break. And that's pretty much all I've seen the 
music used for. 
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Notably, the pre-service teachers' perceptions about other teachers' actual 
integration was influenced by courses and activities that took place outside of the music 
methods course. Because the music methods course was not designed to change 
students' perceptions of others actions, descriptive normative beliefs were removed from 
consideration in the cross-case analysis. 
Changes in Perceived Behavioral Control over Music Integration 
The construct of perceived behavioral control represents an individual's beliefs 
about the degree to which they are capable of, or have control over, performing a given 
behavior (Fishbein & Ajzen, 2010, p. 64). Individuals who believe that more facilitators 
than barriers would be present when they attempt to integrate music and who also believe 
that they would be able to overcome any potential obstacles might be more likely to 
develop a strong sense of perceived behavioral control in relation to music integration. 
Likewise, individuals who believe they lack the requisite resources or that they will not 
overcome potential barriers would likely perceive low control over music integration. 
With respect to music integration, facilitators might include positive previous musical 
experiences, perceived musical abilities, and perceived access to music resources. 
Barriers might include negative previous musical experiences, perceived lack of musical 
abilities, and perceived lack of access to music resources. Individuals who believe that 
facilitators are present will develop a stronger sense of confidence in their ability to 
integrate music than individuals who believe that barriers are present. Fishbein and 
Ajzen noted that their definition of perceived behavioral control was congruent with 
Ban dura's ( 1997) conception of self-efficacy. Table 6 portrays participants' relative 
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sense of confidence in their ability to integrate music at various points throughout the 
semester. 
Table 6 
Perceptions of Behavioral Control: Music Integration 
Participant Beginning Middle End 
Tessa Somewhat confident Somewhat confident Confident 
Zach Confident Confident Very confident 
Payton Not confident Confident Confident 
Eva Confident Confident Confident 
Mariel Not confident Somewhat confident Somewhat 
confident 
Megan Not confident Confident Confident 
Over the course of the semester, most participants developed a greater sense of 
confidence in their ability to integrate music. The exception was Eva, who started the 
semester already confident in her ability to integrate music and remained that way 
throughout the semester. Previous research examining the role self-efficacy in the 
development of pre-service classroom teachers ' intentions to integrate music in their 
future classrooms is somewhat inconclusive. A number of studies suggested that music 
methods courses for pre-service classroom teachers might positively affect their 
confidence in teaching music (Auh, 2004; Berke, 2004; Garvis, 2009; Garvis et al. , 2011 ; 
Jeanneret, 1997; Kretchmer, 2002). 
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Other researchers have reported that pre-service classroom teachers demonstrated 
what could be classified as low levels of perceived behavioral control regarding the 
teaching of music (Apfelstadt, 1989; Capa Aydin & Woolfolk Hoy, 2005; Auh, 2004; 
Jeanneret, 1997; Kane, 2005; Kim & Choy, 2008; Vannatta-Hall, 2010). For example, 
Kane (2005) conducted a study of pre-service classroom teachers' music teaching self-
efficacy during their enrollment in a music methods course and found that even those 
students with some formal musical experiences did not show strong self-efficacy in 
teaching music. Kim and Choy (2008) found that pre-service teachers who lacked 
musical knowledge and skills demonstrated low self-efficacy in teaching music. 
Zach began the semester confident in his ability to integrate music and ended the 
semester very confident in his ability. As mentioned earlier, Zach was an extremely 
independent student. He often came to class unprepared, was not able to discuss the 
assigned readings, often chose to ignore my feedback, and did not sing in tune; however, 
Zach participated fully during actual class time. It is unlikely that his change in 
perceptions could be attributed to assignments outside of the class or to formal music 
training. It therefore appeared that participation in class activities and active music 
making were the primary factors for Zach's change in perceptions of behavioral control. 
In contrast, Marie! began the semester not confident in her ability to integrate 
music and ended the semester only somewhat confident in her ability. Marie! had 
extensive formal music training prior to the class, and had even considered majoring in 
music. She was also an extremely conscientious student; her thorough preparation 
outside of class was apparent, while she often appeared extremely self-critical. Like 
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Zach, Mariel participated fully during class activities; however, she did not experience 
the same changes in perceptions of behavioral control. It is interesting to make the 
conjecture that Mariel's lack of confidence might stem from criticism she received in her 
formal music training. Regardless, these were factors preventing Mariel from developing 
a strong sense of behavioral control toward music integration. 
The most surprising finding in the area of perceived behavioral control related to 
participants' confidence about teaching the lessons they created for class. Participants all 
expressed a high level of confidence in their ability to present the lessons they had 
created. During the semester, there were two formal peer-teaching presentations. These 
formal peer-teaching experiences allowed students to present the lessons they created for 
Assignment 2 and Assignment 5. There were also many informal presentations to peers 
throughout the semester. One of these informal presentations allowed students to share 
the songs and lessons they had created for Assignment 3. In every instance, each 
participant reported they felt confident about teaching those songs and lessons with their 
future students. This confidence suggests that participants viewed their investment in 
creation of the lessons as a facilitator to behavioral control over music integration. It also 
suggests that students think differently when they have concrete and situated experience 
developing music integration lessons than they do when they read about or observe music 
integration. 
If I had categorized participants' perceived behavioral control solely on their 
confidence related to lessons they taught, every participant would fall into the category 
"very confident." This was not the case, however. When discussing perceptions of 
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behavioral control in general, five of the participants expressed at least some concerns 
about their ability to integrate music successfully. Tessa's comments demonstrated this 
contrast. Regarding her confidence teaching the song from Assignment 2 (February 28, 
2013), Tessa stated, "I would feel very comfortable doing this song with my class." She 
was also very confident about teaching the lesson that she created for her final 
interdisciplinary project (April 18, 2013). "Ifl were to actually teach this lesson, I would 
be very prepared to teach it." In comparison, Tessa's comments at the end of the 
semester portray her confidence in her ability to integrate music in general. "I'm still a 
little, like, terrified" (final interview, May 8, 2013). 
Grauer (1998) reported that participation in a semester-long art methods course 
challenged pre-service classroom teachers' belief that artistic ability was the main 
criterion for successful art teaching. Pre-service teachers realized that "art could be 
taught by someone who was not a practicing artist [and this] challenged their beliefs 
about their own capacities as art teachers" (p. 361). These findings were somewhat 
supported by the current study. Zach discussed the quality of music in integrated lessons. 
"You don't have to be, like, super trained, you don't have to be able to read music, or 
play, or even sing well, you can just do it" (final interview, May 6, 2013). Similarly, 
Mariel commented, "I don't think you have to learn how to read music in order to know 
how to apply music into the classroom or integrate it into the classroom" (final interview, 
May 2, 2013). The opposite issue arose in the current study as well. At the beginning of 
the semester, three participants noted that they were more confident in their musical 
abilities than in their abilities to integrate lessons. For example, in the initial reflection 
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(January 10, 2013), Tessa stated that she was "confident in music, but confused as to how 
to implement it." 
Four of the participants expressed confidence in their singing ability, including all 
three participants from the informal previous musical experiences category. Although 
Tessa, Zach, and Payton were categorized in the informal previous musical experiences 
category, all three expressed a high degree of comfort regarding their singing. Payton 
readily admitted her lack of formal musical experience during the final interview (May 7, 
2013). "I've never heard of rhythm sticks before! I never had a music class when I was 
little, because my school was so small." The lack of music instruction did not negatively 
affect her perception of her singing ability, however. "I have been singing since I was 
little ... and I have sung in different worship events at my church since fourth grade. Every 
time I go back to my hometown, they want me to sing again." 
In contrast, two other participants, Eva and Marie!, were not comfortable singing 
in front of others. Marie! was the least confident of all the participants. Her comments 
about her singing ability were negative throughout the entire semester. Initially, she 
stated, "I'm not confident with singing" (initial reflection, January 10, 2013). Around the 
midpoint of the semester, she commented, "I am not the best singer" (Assignment 2, 
February 28, 2013). Later, she noted, "I am uncomfortable singing in front of my 
students" (midterm reflection, March 7, 2013). In the final interview, she concluded, "I 
will not sing" (final interview, May 2, 2013). 
Fishbein and Ajzen (2010) pointed out that the theory of planned behavior does 
not assume the beliefs that people hold are rational, but only that their behaviors 
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consistently follow their beliefs. Given that beliefs are often based on information 
provided by others and on fallible inference processes, beliefs can be inaccurate, biased 
to confonn with preconceptions or motives, or they might represent rationalizations, 
wishful thinking, or other irrational processes (p. 223). Essentially, the beliefs people 
hold represent the information they have about a behavior, and whether the beliefs are 
valid or invalid, they influence people's behavior. This is a possible explanation for 
Mariel's lack of confidence in presenting lessons that incorporate music. Her beliefs 
about the quality of her singing voice and her sense of discomfort associated with singing 
played a significant role in her lack of confidence in integrating music. She alluded to 
this herself: 
I think an obstacle to integrating music is having self-confidence with doing 
music. I know for myself, if someone asks me to sing, I get really anxious and I 
don't want to do it. So, it scares me. I will not sing. (final interview, May 2, 
2013) 
This reinforced a comment she made in her midterm reflection (March 7, 2013): "I do not 
feel confident with leading music in the classroom, or using it." 
In a few instances, participants' comments regarding their confidence could have 
been misinterpreted if taken out of context. For example, in the midterm reflection 
(March 7, 2013), Tessa stated that she felt comfortable integrating music in kindergarten 
lessons, but not in middle school lessons. At that time, she did not mention that she 
planned to teach middle school. At first glance, her comment appeared to reflect a high 
level of confidence with respect to integrating music in kindergarten; however, in 
actuality, Tessa intimated that she was uncomfortable integrating music with her target 
grade level audience: 
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In the older grades it's harder to integrate music for me, but I feel like I'd be 
pretty good [integrating music] with kindergarten because there's always singing, 
or you can dance, but eighth graders are so judgmental. They will judge each 
other and themselves. That's where I'd have to do more research, to know how to 
integrate it, because that's something that I don't know. 
Similarly, Mariel stated she would be most likely to integrate music in lessons with social 
studies and language arts. She stated that she would not integrate music with science or 
math. Again, these comments were made apart from a reference to the fact that science 
and math are the areas she wants to teach. Her statements could have been viewed as 
reflective of high levels of confidence with respect to integrating music with social 
studies and language arts; however, in all likelihood, Mariel indicated that she was 
uncomfortable integrating music within her preferred subject areas. 
Comparing Zach and Megan. In most ways, Zach and Megan were alike. Both 
Zach and Megan ended the semester with very favorable attitudes about music 
integration. They also both ended the semester with the perception that administrators' 
approval or disapproval would only affect their decisions to integrate music a negligible 
amount. Their perceptions that other teachers only integrate music in classes a negligible 
amount were identical, as well. 
Zach started the semester confident in his abilities to integrate music. "I think I'm 
at a good level today where I could just pick up and integrate music in the classroom" 
(initial reflection, January 10, 2013). By the midterm reflection (March 7, 2013), Zach 
was very confident in his abilities: 
I understand its [music's] role in the classroom - how it should be used, how it 
shouldn't be used. I think it doesn't take too much training or too much thought, 
as long as you're being responsible. It's just so easy to implement music in the 
classroom. 
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He was also very confident about his ability to plan integrated lessons. "I feel like, these 
days, I'm very capable of writing a lesson plan, a good one, in any subject." Although 
Zach was very confident about his abilities, it appears that he might have been over-
confident. His confidence in his abilities surpassed his demonstrated ability to create and 
implement lessons that integrated music conceptually. 
In contrast, Megan started the semester not at all confident in her ability to 
successfully integrate music. At the final interview (May 8, 2013), Megan was 
cautiously optimistic: 
I love to sing. I really enjoy singing, and I feel like I'm okay at it, really okay at 
it. I'm a little nervous about teaching the more musical part of lessons, though. 
Like in my final presentation, it was awesome, but to actually make music 
meaningful, not just playing the song, that is ... [pause, blows out a big breath] I'm 
a little nervous! I don't want to teach the wrong things and have the kids learn the 
wrong stuff. 
Like Zach, Megan's confidence in her abilities to successfully integrate music was not 
proportional to her demonstrated ability to plan and implement lessons. However, in 
Megan's case, it appeared she underestimated her ability. This comparison shows that 
there is not necessarily a correlation between students' confidence in their ability and 
their demonstrated ability. 
Conclusions: Intention to Integrate Music 
A review of major findings suggests that, based on spending the first half of the 
semester immersed in musical activities with no explicit instruction in music integration, 
at the midpoint of the semester, all participants' comments, lesson plans and teaching 
demonstrations reflected Wiggins' (2001) Levell teaching tool and Level2 topic 
connections. Given my instruction on how to incorporate music integration activities 
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with conceptual connections during the second half of the semester, and given my 
feedback to students pressing them to make Level 4 connections in their lesson plans, by 
the end of the semester, five of the six participants were able to design and demonstrate 
lessons that included conceptual connections. 
All participants made more favorable comments about music integration at the 
end of the semester than they did at the beginning of the semester, but most participants' 
attitudes had changed dramatically between the beginning of the course and the midterm. 
This suggested that individuals who ultimately attain favorable attitudes about music 
integration might do so fairly quickly when actively participating in music making 
activities as part of a music methods course, given those experiential activities come 
before any formal discussion of music integration. 
From the midterm to the end of the semester, when the course was exclusively 
focused on conceptual music integration, most participants went from perceiving that 
colleagues' and administrators' approval of music integration would strongly influence 
their decisions whether or not to integrate music in their own classrooms. The exception 
was Zach, who started out with a perception that the effect of others' influence was 
negligible. This suggested that in a music methods course structured mainly around 
experiential learning, students can learn not only how to integrate music, but can also 
develop rationales to justify music integration in their classrooms. 
Over the course of the semester, most participants' confidence in their capacity to 
integrate music grew. The exception was Eva, who started the semester confident in her 
ability to integrate music Importantly, each participant expressed a high level of 
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confidence in their ability to present the lessons they had created. This confidence 
suggested that participants viewed their investment in creation of the lessons as a 
facilitator to behavioral control over music integration. It also suggested that students 
think differently when they have concrete and situated experience developing music 
integration lessons than they do when they read about or observe music integration. 
Participation in an elementary music methods course that focused initially on 
active music making and then on music integration appeared to have changed students' 
attitudes, students ' perceptions of subjective norms related to others' approval, and 
students' perceptions ofbehavioral control. In light of Fishbein and Ajzen's (1975) 
proposition that, together, an individual's attitude toward the behavior, perceived norms, 
and perception of behavioral control lead to the formation of behavioral intention, the 
results of this study suggested that participants would be likely to integrate music in their 
future classrooms after participating in the methods course. 
Zach is the most likely participant from the present study to integrate music in his 
future classroom. He ended the semester with very favorable attitudes about music 
integration, with a perception that others' approval would only play a negligible role in 
his decision to integrate music, and very confident in his ability to integrate music. 
While I expect Zach to integrate music in his future classroom, I do not expect his 
integration to exhibit high-level conceptual or process connections. In contrast, Miriam 
is the least likely participant from the present study to integrate music in her future 
classroom. She demonstrated the ability to create lessons with high-level connections, 
demonstrated high levels of achievement related to music performance, and experienced 
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changes in attitudes and perceptions over the course of the semester. Nevertheless, she 
ended the semester with only somewhat favorable attitudes concerning music integration, 
believed that colleagues' and administrators' approval would have a minor impact in her 
decision to integrate music, and she was only somewhat confident in her ability to 
integrate music successfully. Based on the cross-case analysis, I believe that Mariel 
could successfully integrate music in her future classroom; however, because her 
insecurity and lack of confidence was so predominant over her attitude, I do not expect 
her to integrate music in her future classroom. Based on the current study, I expect all 
other participants to integrate music in their classroom, at least to some extent. All the 
remaining participants ended the semester with attitudes toward music integration that 
were either favorable or very favorable, with perceptions that others' approval would 
only play a minor or negligible role in their decision to integrate music, and with 
perceptions of confidence in their abilities to integrate music. 
Retrospective of the Course 
At the close of the final interview (May 8, 2013), Tessa summarized her 
perceptions related to her enthusiasm for and comfort level in integrating music with 
other disciplines over the course of the semester: 
I definitely changed my views on how I would incorporate music, because first 
going into it, I had no idea. And halfway through, I was kind of leery, kind of 
like, "Oh, I don't know. Oh, I don't feel too comfortable." But now, I'm like, 
"YES!" And I'm really excited, too! 
A major goal of this study was to explore potential changes in pre-service 
classroom teachers' intentions to integrate music as a result of participation in an 
elementary music methods course. The focus was on the constructs (attitudes, subjective 
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norms and perceived behavioral control) that might influence pre-service classroom 
teachers' intentions. The results of this study indicated that participants' attitudes, 
perceptions of subjective norms related to others' approval, and perceptions of behavioral 
control were altered over the course of the semester. In the following sections, I describe 
the specific components of the course that I believe influenced participants' perceptions. 
Each component of the course is also described from the perspective of the participants. 
Desirable course features. All six participants described the significance of the 
music methods course in bringing about changes in their attitudes toward music 
integration and their readiness to incorporate music in their future classrooms. The 
influential components they discussed included an effective course structure, successful 
course activities, valuable course assignments, and an informed and experienced course 
instructor. 
Structure and content of the course. Berke & Colwell (2004) suggested that 
instructors of music methods courses find a "balance between teaching music 
fundamentals and providing students with practical musical activities that could be 
integrated into daily teaching" (p. 22). That I chose to focus on musical skills for the first 
half of the semester and focus on music integration for the second half of the semester 
was a beneficial strategy. It allowed students to gain comfort and familiarity with the 
elements and concepts they needed when developing integrated lessons in the second half 
of the semester. Another positive consequence of the course structure was that students 
were led to focus on progressively higher levels of integration as the semester moved 
ahead. 
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There might be differences between what pre-service classroom teachers perceive 
are useful skills and the actual content of methods courses. Price and Burnsed (1989) 
found that singing and performing on instruments were rated by practicing elementary 
classroom teachers as the most important fundamental experiences of a music methods 
class and that music theory rated as the least important element. Jeanneret (1997) noted 
that in addition to singing and playing, pre-service teachers considered listening and 
integrating music with other subjects to be relatively important components of a music 
methods class, and similarly noted that music theory was considered to be less important. 
The participants' responses in the current study generally supported these 
findings. All of the participants rated experience with strategies for integration as the 
most important feature of the course. Payton especially appreciated "practical strategies 
that I can take to the classroom" (final interview, May 7, 2013) and she called learning to 
integrate music "invaluable." Megan elaborated: 
I appreciated being looked at as a teacher, rather than as an elementary student. I 
feel like it's helpful to know the skills, and this is an awesome time to learn them, 
because once you're a teacher, you're not going to have a ton of time. But I feel 
like that shouldn't be the focus ofthe methods class. It's not about perfecting 
your skills on an instrument, or whatever, it's about becoming a teacher. (final 
interview, May 8, 2013) 
Gauthier and McCrary (1999) reported that a majority of music fundamentals 
course instructors described "developing basic music skills and understandings" (p. 132) 
as the most important components of their course. Similar results were presented by 
Temmerman (1997) following a review ofthe curriculum content ofundergraduate 
university music methods courses in Australia. Both these studies pointed to the practice 
of teaching music theory, notation, and musical concepts that pre-service and in-service 
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teachers might not feel are necessary. Saunders & Baker (1991) noted that music 
methods course offerings were "based on the assumption that the students will use the 
course content when they become classroom teachers" (p. 248). All the participants in 
the current study agreed that a focus on music theory would not have been favorable . 
Mariel explained, "I don' t think that they [pre-service teachers] need to learn, you 
know, the keys and chords and things. I don't think that's really necessary in order to be 
able to integrate music in the classroom" (final interview, May 2, 2013). Tessa stated, " It 
would have been almost like a waste of time" (fmal interview, May 8, 2013). Likewise, 
Eva explained: 
"Our model is definitely more useful for people that already know how to read 
music, and, actually, our model is also more useful for people who don't know 
how to read music already, but I think they should have a separate class, too" 
(final interview, May 6, 2013). 
There was also general agreement that learning to play instruments was not 
necessary for the course content. Zach commented: 
Not all of us want to learn how to play guitar, keyboard, or really even care how 
to read music. And really, how good would you get in one semester? I don't 
think reading music, or learning to read music would be all that important for 
working with kids because I'm most likely not going to be teaching them to read 
music. (final interview, May 6, 2013) 
Payton agreed: 
I'm pretty confident in music, but I feel , like, ifl wasn' t, and I had to learn how to 
play the recorder, in one semester, and then I was supposed to go into a classroom 
and teach kids how to play recorder, or play along with them on guitar, or teach 
them to read notes, I couldn't do it. (final interview, May 7, 2013) 
Course activities. The level of engagement exhibited by participants during in-
class activities was consistently high. I believe that carefully chosen, well-designed daily 
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activities were partly responsible for students' positive involvement. The participants 
favorably discussed model lessons, peer teaching, and reflection, as well. 
Participation in model lessons has been a common strategy in music methods 
courses. Although participation in model lessons is not necessarily a regular practice at 
[State] University, for the current study, model lessons were incorporated almost every 
day. This provided the "opportunity for pre-service teachers to immerse themselves in 
the musical content as learners, and to participate in the flow of an educational 
experience (Barrett & Rasmussen, 1996, p. 87). I especially appreciated that participants 
could experience the fun, excitement, and hands-on nature of various musical activities 
from the perspective of an elementary student, and, at the same time, direct their attention 
to the structure and design of the experience, as pre-service teachers. 
All the participants mentioned benefits associated with active participation in 
model lessons. Two students noted that at times they did not feel like participating, but 
acknowledged it was good they had. The most common comment was that participation 
in model lessons made activities more memorable. Payton also commented that model 
lessons made activities seem more significant: 
If you hadn't made us do it [an activity integrating music], I probably wouldn't be 
thinking of doing it myself, because it wouldn' t seem like you valued it enough 
for us to spend the time on it. If you would have said, "Do it," but didn't model 
the activity, it wouldn' t seem like you cared. Since you showed us, I know that 
it' s valuable. (final interview, May 7, 2013) 
Peer teaching can create a sense of community, and also that peer teaching was 
one of the most important features of this course. From the data collected, it appeared 
that formal and informal opportunities to present lessons to peers were meaningful in the 
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development of confidence to integrate music. This seemed intuitive; however, I believe 
the importance of including peer teaching as a course activity cannot be overstated. 
Five of the six participants found the opportunities for peer teaching useful. 
Tessa's, Zach's, and Payton's comments represented typical responses. Tessa stated, 
"When you present, you actually put more thought into your lesson plan, because then 
it's like, 'Oh, I actually have to do this"' (final interview, May 8, 2013). Similarly, Zach 
commented, "It helps you really get your stuff together" (final interview, May 6, 2013). 
Payton also explained her position: 
It's one thing to write it out, "this is what I would do," it's another thing to have 
to know it so well that you can explain it to others, and to talk about it, and be 
passionate about it. (final interview, May 7, 2013) 
Participants appreciated the opportunity to reflect on their peer teaching presentations, as 
well. 
Eva was the only participant who did not find peer teaching useful. She stated, "I 
hate presentations. I hate presentations in front of my peers" (final interview, May 6, 
2013). She also commented that she felt her peers were not paying attention during her 
presentation; however, this was not my perception, based on the level of engagement of 
students I observed. 
Four ofthe six participants commented favorably about participating in the peer-
teaching presentations of their classmates, but Eva and Mariel both felt the lessons their 
peers created were not worthwhile. Although Mariel described peer teaching as "the 
most valuable part" (final interview, May 2, 2013) of any methods class, and also 
stressed, "Part of being in methods is showing that you can teach and practicing actual 
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teaching,'' she stated that she was disappointed in the peer-teaching lessons of her 
classmates. "I would not use anything they did in my classroom, except for one lesson I 
can think of." 
The incorporation of regular reflection throughout the semester was a strategy 
rooted in research. Reflection might be a key component in the development of pre-
service teachers as lifelong learners (Barrett & Rasmussen, 1996; Dewey, 1933; Eisner, 
1991 ; Elliott, 1993; Gore, 1987; Killen 1989; Smith & Haack, 2000; Tousignant, 2011). 
Additionally, adopting reflective practice as an approach in teacher education programs 
might help pre-service teachers become more aware of the nature of their thinking and its 
influence on their performance (Schon, 1983, 1987). Throughout the semester, I was 
consistently impressed with the depth of thought and quality of insights displayed in the 
participants ' reflections. All of the participants commented favorably about opportunities 
for reflection, as well. 
Course assignments. The sequence and content of written assignments for the 
course were carefully designed. The first written assignment, a CD anthology, was 
especially effective and met a specific need. I felt that getting to know each student 
would make the class more meaningful for me and for my students. As a way to allow 
students to introduce themselves to me, for me to gain insights into their musical 
backgrounds, and as a quick way to begin to get to know them, the CD assignment 
worked very well. Students took this assignment very seriously, but also seemed to really 
enjoy it. It was amazing to me what students revealed about themselves, both in their 
written descriptions, and also in their choices of music to include. I drew data related to 
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participants' attitudes about music, their musical background, and their initial perceptions 
of music integration from this assignment. 
The second assignment was designed to be an easy introduction to peer teaching. 
In small groups, students chose a song to present to the class. In the accompanying 
written assignment, each individual described the process of planning and delivering an 
integrated music lesson. They also commented about ways music could be integrated 
into their future classrooms and described their current comfort level regarding the 
presentation of lessons that integrate music. Because the peer teaching was in the context 
of a small group, some of the pressure was removed. Students were able to focus on the 
content in what was hopefully a safe, relaxed environment. This assignment was 
especially useful for observing participants' perceptions of behavioral control as well as 
Wiggins's levels of integration. Completion of this assignment appeared to lead to 
increased levels of perceived behavioral control. Peer teaching was most frequently 
mentioned as a primary reason for increases in confidence. Assignment 2 also provided 
practice in designing lessons for integrating music. A majority of participants exhibited 
increased levels of integration, as compared with the beginning of the semester. 
Students' reflections after the peer teaching offered insights into perceptions of course 
activities and course content. Again, participants noted the important role of peer 
teaching and self-reflection in the development of their ability to successfully integrate 
mustc. 
For the third assignment, students created new lyrics to two existing songs. This 
assignment allowed students to integrate a variety of musical skills from class and to 
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demonstrate their understanding a variety of concepts. Assignment 3 was due after 
students had practiced reading and writing rhythms, reading and writing melodies, and 
analyzing the structure of a song. Students' responses to Assignment 3 were especially 
useful for data collection related to Wiggins' s levels of integration, participants ' attitudes 
and participants ' perceptions of behavioral control. Completion of this assignment 
seemed to lead to increased levels of behavioral control. Participants noted that they felt 
confident about the songs they created. Again, Assignment 3 provided practice in 
developing lessons for integrating music, and a majority of participants exhibited 
increased levels of integration as compared with the beginning of the semester. 
The fourth written project was designed to prepare students for their fmal project, 
the creation and implementation of an integrated music lesson plan. Some students were 
pushed out of their comfort zones with Assignment 4. They were asked not only to 
brainstorm three ideas connecting music to different areas of the curriculum, but also to 
make sure those ideas demonstrated integrity for each discipline as well as conceptual 
connections between disciplines. Data collected from Assignment 4 highlighted the 
levels of integration present in participants' lessons. Of the 18 lesson ideas created by 
participants for Assignment 4, eight exhibited Level 2 topic connections, four exhibited 
Level 3 thematic connections, and six exhibited Level4 concept connections. I carefully 
reviewed all lesson ideas and offered feedback designed to guide participants toward the 
use of Level 4 concept connections for Assignment 5. 
For the fmal project, students took their best idea from the previous assignment, 
along with my specific feedback, and developed a full lesson plan. In addition to the 
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written assignment, students presented their lessons to the class. This assignment 
allowed students to integrate skills and concepts from the entire semester. Students 
demonstrated their understanding of music integration strategies and their ability to 
successfully implement a lesson plan. The completion of the final written assignment, 
peer teaching, and reflection following teaching appeared to lead to increases in 
participants' intentions to integrate music in the future, perceptions of behavioral control, 
level of integration, and perceptions related to the course. Although my feedback on 
Assignment 4 might have encouraged some participants to create lessons exhibiting 
higher levels of integration than they would have on their own, three of the five 
participants who eventually incorporated Level 4 connections had already incorporated 
Level 4 connections in their Assignment 4 lessons. 
Many participants noted that a writing component in combination with a 
presentation made assignments more meaningful. It appeared that combining peer 
teaching presentations and written assignments was a successful strategy for the course. 
Mariel commented on the importance of written lesson plans in the development of her 
confidence in teaching: 
I think it's good to make the lesson plans, especially, especially for people like 
myself, I'm going to be student teaching next semester. So the more practice I get 
with lesson plans, the better. So, I appreciate it when we have the lesson plan 
assignments and making the assessments to go along with it. (final interview, May 
2, 2013) 
Payton noted that writing is an important skill for herself and her future students. 
It appeared that written assignments played a role in Payton' s changes in attitude and 
perceptions ofbehavioral control: 
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Music won't always just be listening, or playing, or singing. You have to think, 
and write, and speak. I also think that we can't ask our future students to do 
something if we haven't done it before. So, I'm glad we had to write about 
music. (final interview, May 7, 2013) 
There was also a connection between Megan's perceptions of writing assignments 
in the course and her perceptions of subjective norms related to her future students' 
approval. In describing her fmal project (April 25, 2013), she stated, "There are endless 
options for the students, and I feel that they would be very excited about the open-
endedness of the assignment." It was possible that Megan feels her future students will 
prefer open-ended assignments because of her own preference for open-ended 
assignments. 
Role of the instructor. Also critical to this course were my joint roles as an 
observer regarding the study and as the university faculty member who created and 
taught the course. My comfort in working with undergraduate elementary education 
majors, knowledge of research-based best practices for music methods courses, and my 
expertise in elementary general music content facilitated the planning and 
implementation of the course. I had credibility with students regarding the effectiveness 
of activities in the "real world" because of my 14 years of public school teaching 
experience. My role as participant/observer allowed me to closely observe students' 
behavior, monitor their attitudes, and make instant adjustments regarding the presentation 
of material. In addition, although this semester was the first time music and visual arts 
were taught as a single creative arts methods course, I had previous experience teaching 
elementary music methods courses. 
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Holt et al. (1988) reported that the promotion of regular opportunities for pre-
service teachers to receive informal and formal feedback from specialists, classroom 
teachers, peers, and university professors regarding their performance was especially 
valuable for allowing pre-service teachers to progressively develop their comfort level 
and skill in integrating lessons. This aligns with Bandura's (1997) assertions about the 
significance of constructive criticism and praise from one's environment in the 
development of efficacy. Every participant in this study commented that the feedback 
they received from me aided them in the development of skills or the understanding of 
concepts. For example, Mariel stated: 
Written feedback was fantastic, especially when you said something like, "I really 
enjoyed this idea." It helped me think, "OH! I'm going to think a little further 
about this." So, the written feedback was very important. I think it helped for me 
to review it, and think, "okay, I can look a little deeper into this, I'm on the right 
track. (final interview, May 2, 2013) 
In most cases my feedback was not all positive. Much of what I wrote to students could 
be classified as constructive criticism. For example, in my written feedback to Tessa 
following Assignment 4, I stressed that beyond listening to the song, her students should 
also analyze the song, and pointed her toward the musical elements she had used when 
describing the song herself. I questioned the integrity of various strategies she suggested. 
I also directed her toward potential connecting concepts in order to help with the integrity 
between the disciplines in her lesson ideas. Regarding that written feedback, Tessa was 
very appreciative: 
It lets me know that you really read it. I feel like some professors don't do that, 
they just look if it is done and give a grade. Some professors don't give ideas 
back about our lesson plans. It's nice that you gave us ideas, or let us know what 
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part of our lessons you thought were really good, and what your ideas were. I 
really liked it. (fmal interview, May 8, 2013) 
Improving the course. In general, the structure and organization of the course 
seemed to be effective for developing participant's skills and abilities related to music 
integration. I was also pleased with students' overall perceptions of the course. When I 
teach this course again, there will be two main elements that I will adjust. The first 
change would be in response to the levels of integration exhibited in the final projects of 
participants from the informal previous musical experiences category compared with the 
levels exhibited by participants from the formal previous musical experiences category. I 
believe all students are capable of creating lessons where Wiggins's Level4 connections 
are present; however, this was not evident in the current study. A possible strategy would 
be to have students present their three lessons ideas from Assignment 4 to each other in 
small groups. I would create a checklist for students to use when critiquing each other's 
lesson ideas. They would then analyze each lesson, specifically looking for strong 
connecting concepts and evidence of integrity for each discipline. Students would then 
be able to utilize the feedback from their peers to tweak their assignments. The feedback 
students receive would likely be helpful, but in addition, the process of critiquing a 
variety of other lessons would be extremely beneficial for individuals who might be 
struggling with the identification ofLevel4 concept connections. I believe this activity 
would make a huge difference in the quality of the final projects. 
The second modification to the course would be in response to comments from 
two participants. Zach suggested possible changes to the way students received 
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feedback, and Eva remarked about an additional source of feedback for students. I plan 
to incorporate both these ideas into the structure of the course. 
Like his peers, Zach commented that he appreciated receiving feedback from the 
instructor. He suggested taking the written feedback a step further. "If you [instructor] 
were even, like, able to meet with them [students], if even just two minutes after their 
presentation to discuss how it went, that would be great, that verbal feedback" (final 
interview, May 6, 2013). Two minutes per student does not sound like a lot, but with 40 
students per section, giving individual verbal feedback after class is not really feasible. It 
would, however, be possible to give verbal feedback to each small group following their 
group presentations. I would also consider making very brief verbal comments following 
individual presentations. 
There were many opportunities throughout the semester for students to give 
informal feedback to their peers. During the final interview (May 6, 2013), Eva 
commented that she would have liked to be able to give formal written feedback to her 
peers: 
I think most people would just say "good job, great job, good job." I still wish I 
would have the opportunity to give feedback. There are times when feedback can 
become spiteful. One idea is to do two positives and one negative and rather than 
saying only what was wrong, say what you could do to fix it. 
Based on Eva' s suggestion, I would design an appropriate template that would allow 
students to record their comments during their classmates' peer-teaching presentations. 
These would be given to the presenters immediately following their teaching segment. 
The most frequent suggestion from participants regarding a way to improve the 
course was to add more time per week devoted to music methods. This was the first 
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semester that EDU 397 was co-taught with a professor from art education. One day per 
week the focus was on methods in the visual arts, and one day per week the focus was on 
music methods. Eva commented, "As terrible as it is [to wish for more class time] , I wish 
I could've had this class twice a week" (final interview, May 6, 2013). Similarly, Megan 
stated, "After having the opportunity to learn how to use it [music integration], I feel like 
there should be more of this class" (final interview, May 8, 2013). The switch to the 
current course structure was a university decision and the structure would not likely 
change in the near future. 
Implications for Teacher Education and Music Teacher Education 
Although researchers have focused on the effect of arts integration on student 
achievement and teachers' perceptions, little has been done at the pre-service, 
undergraduate level to examine beliefs, perceptions, and intentions concerning arts 
integration. Also, although research on arts integration is well documented, there is a 
relatively small body of literature that focuses on the integration of music into elementary 
classrooms. The results of this study have suggest that participation in an elementary 
music methods course might change pre-service classroom teachers' attitudes toward 
music integration, perceptions of subjective norms related to others' approval of music 
integration and beliefs about behavioral control over music integration. Understanding 
pre-service classroom teachers' intentions regarding the integration of music in their 
future classrooms might aid those involved in teacher education, including methods 
instructors, curriculum developers, and administrators in preparing pre-service teachers to 
integrate music. 
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In the theory of planned behavior it is presumed that attitudes, perceptions of 
subjective norms, and perceptions of behavioral control lead to the development of 
behavioral intentions, and that those with strong intentions are more likely to engage in a 
given behavior. When classroom teachers integrate music, their students are given 
opportunities to experience the joy of music and develop emotional connections with 
music. In order to positively affect pre-service classroom teachers' attitudes, perceptions, 
intentions, and ultimately, actions, music methods courses must be structured to meet 
those goals. Just as first hand experiences with music are a goal for elementary students, 
it is imperative that pre-service teachers actively engage in music making. Pre-service 
teachers must practice and develop musical skills through actual participation in music 
activities, not merely by reading about them, hearing about them, or watching others 
demonstrate the activities. When students practice specific musical skills, those musical 
skills are enhanced, but students also improve their attitudes, comfort levels, confidence 
levels, and are able experience the joy of music making. This active engagement in 
music making must precede the introduction of strategies for music integration. Students 
must have musical skills in place before they are asked to apply them. Recommendations 
for music methods courses include active participation in model lessons, regular 
opportunities for peer teaching, connecting peer teaching to written assignments and/or 
reflections, and detailed feedback from instructors. When students feel connected to the 
music making experience, they will develop confidence, enhance their attitudes, and 
become more likely to integrate music in their future classes. 
The idea of active engagement in music making has implications for music 
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education courses, as well. Just as active participation in musical activities benefits pre-
service classroom teachers, it is likely that active music making also has benefits for 
music education majors. It is vital that music methods courses for music education 
majors emphasize the joy of music making. Active participation in model lessons, 
experience in leading musical activities, and opportunities to experience the fun, 
excitement, and satisfaction of general music are essential. It is likely that music majors' 
attitudes, beliefs about others' approval, and confidence related to teaching music in 
schools would change as a result. It is also possible that they would emphasize 
opportunities in which their students could experience the joy of music making and 
develop emotional connections with music for themselves. 
Most pre-service classroom teachers will not be solely responsible for music 
instruction in their future teaching positions. Their potential for influence on music 
programs, especially through meaningful collaboration with music specialists and music 
integration in their own classrooms is great. The results of this study suggested that an 
emphasis on high-level music integration might result in increases in student attitudes and 
perceptions of behavioral control. A focus on music integration might also diminish the 
challenges associated with music integration and have a positive affect on pre-service 
teachers' perceptions and intentions concerning integrating music into the elementary 
classroom. Students who develop positive intentions to integrate music in their future 
classrooms are more likely to actually do so. 
The cross-case analysis in this study showed similarities and differences in the 
attitudes, perceptions of subjective norms, and perceptions of behavioral control of 
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participants. This suggests that in research studies related to attitudes, perceptions of 
subjective norms, and perceptions of behavioral control, pre-service teachers should be 
viewed as individuals, not lumped together in one big group. The results of this study 
indicated that it might be especially important to identify students who begin a music 
methods course with low previous levels of formal musical experiences, unfavorable 
attitudes, or negative perceptions of behavioral control. Understanding students' initial 
perspectives would allow instructors to more effectively meet their needs, address their 
concerns, and identify with their viewpoints. Initial reflections, assignments such as the 
CD anthology, and in-class activities designed to illustrate students' perceptions are 
essential tools for helping instructors identify these initial perspectives. 
In summary, the theory of planned behavior might be a powerful tool for teachers 
of a non-majors music education course, music education faculty, student teachers, and 
practicing music teachers. Utilizing this theory would provide a way to structure music 
teaching courses and experiences; for example, improving perceived behavioral control 
by giving students more opportunities to sing rather than only lecturing on singing 
techniques, or sharing video examples of excellent singers. In addition to assessing 
students on the acquisition of skills, teachers should also utilize these three categories as 
indicators of change. Teaching for and documenting these levels of change might result 
in students' greater sense of self-efficacy and thus contribute to future success not only in 
one course, but also in their professions. This study also indicated that active experiences 
in the classroom that allow for emotional connections to music would likely result in 
more confidence among students, better attitudes concerning their perceived abilities, and 
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improved perceptions about the making and teaching of music. By using the theory of 
planned behavior as a guide for instruction, teachers might begin to explore in which 
categories emotional connections to music occur, guide their students through multiple 
opportunities for actively making and teaching music, observe changes in attitudes and 
perceptions among their students, and be better able to predict future success. 
Implications for Future Research 
The results of the current study indicated that most participants in an 
undergraduate music methods course demonstrated changes in attitudes toward music 
integration, perceptions of subjective norms relative to others' approval of music 
integration, and beliefs about behavioral control over music integration. The ultimate 
goal would be for such changes to translate into high-quality music integration in 
students' future classrooms; however, longitudinal studies that track participants from 
their music methods courses, into student teaching, and on into their first year of teaching 
are necessary to determine if this would hold true. 
This study examined a single section of undergraduate music methods at one 
university. Five of the six participants, as well as the majority of the students in the 
university's elementary education program were white, female, undergraduate students. 
There is a need for studies that explore the attitudes, perceptions of subjective norms, and 
perceptions of behavioral control of pre-service teachers from diverse communities, of 
different ethnicities, genders, and socio-economic levels in order to draw conclusions 
from a broader cross-section of students. 
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McCoy (2000) emphasized that additional time spent by practicing teachers in 
creating collaborative projects was worthwhile, stating that collaborations across 
disciplines often resulted in the creation and implementation of richer learning 
experiences for students than teachers would have been able to create alone. 
Additionally, teachers who collaborate might become more aware of connections 
between different areas of the curriculum (Bresler, 2002; Strand, 2006). There is a need 
for studies that explore collaborative partnerships between pre-service classroom teachers 
as they create lessons that integrate music. There is also a need for studies exploring 
collaborative partnerships between classroom teachers and music teachers as they create 
integrated lessons. 
From a sociological perspective, it is vital to consider the importance of 
normative pressure in guiding teachers' intentions and actions. The theory of planned 
behavior (Fishbein & Ajzen, 201 0) emphasized the role of social pressure in determining 
intentions and behaviors. Recommendations from the state level, a school board, 
superintendent, principal, or even other teachers can be powerful. There has been a wide 
variety of research in the area of teacher education; however, it appears that most 
researchers have not taken into account the importance of normative pressure in guiding 
teachers' intentions and actions. Results from the current study suggested that perceived 
subjective norms related to others' approval might be affected by participation in a music 
methods course, while perceived subjective norms related to others' actions might not. 
Additional research is needed to develop a thorough understanding of pre-service 
teachers' perceptions of subjective norms. 
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Epilogue 
Previous to this study, I taught elementary music methods for eight years. At the 
beginning of each semester, I often heard pre-service elementary classroom teachers say 
things like "in my practicum observations, classroom teachers never integrate music" and 
"I'm a terrible musician, I could never do music with kids." These comments provided 
insights into some pre-service classroom teachers' intentions to integrate music in their 
own future classrooms. It was possible, and perhaps likely, that these future teachers 
would self-select out of music activities and experiences, both for themselves, and for 
their future students. Unintentionally or not, they might eventually limit the opportunities 
available for their students to express themselves and to interpret and understand the 
world around them through music (Jorgensen, 1995). In previous semesters, I sensed a 
general positive change in the attitudes and perceptions of my students as they progressed 
through the course. This study provided me the opportunity to examine student 
perceptions in a systematic way. 
I am passionate about the integration of music in elementary classrooms. It 
follows that I am also passionate about working with elementary education majors to 
explore ways to meaningfully integrate music with other areas of the curriculum. In this 
research study, I examined pre-service classroom teachers' intentions to integrate music 
in their future classrooms and explored changes in their intentions that might have 
resulted from participation in an elementary music methods course. Results of the study 
reinforced my views about the structure and design of the course and confirmed many of 
my ideas about what constituted a quality music methods course for elementary education 
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maJors. I was extremely heartened to discover that participation in the methods course 
might positively affect participants' intentions to integrate music in their future 
classrooms. 
An unexpected benefit of this research project was that it allowed me to get to 
know my students on a deeper level than I had in past semesters. I have always 
recognized the importance of making students feel comfortable and valued, and promoted 
course activities that encouraged those outcomes; however, this was the first semester 
that I incorporated initial and midterm reflections. These student reflections provided me 
with a window into key moments in my students' lives. The direct access to students' 
stories revealed insights about their musical preferences, their outlook on life, their 
interests, and their passions, and allowed for a stronger connection between my students 
and me. I will definitely continue with student reflections in future courses. 
Understanding pre-service classroom teachers' intentions regarding the 
integration of music in their future classrooms is a worthwhile area of study. Insights 
about students' intentions would possibly aid those involved in teacher education, 
including methods instructors, curriculum developers, and administrators in preparing 
pre-service teachers to integrate music. It would be gratifying if this case study fostered 
additional research in the area of music integration. I am proud of the work I've done 
and am extremely optimistic about the future of music in elementary classrooms. 
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Appendix A: Course Syllabus 
EDU 397 Methods: K-8 Creative Arts 
Spring 2013 - 3 credits 
Tuesdays, 124 Reid Hall; Thursdays, 184 Howard Hall 
Course Description: 
Kristin Harney 
178 Howard Hall 
office:---
kristin.hamey~ 
This course provides active engagement with the elements and skills of the creative arts, 
principally focusing on visual art and music. Teacher candidates prepare to guide school 
age learners as they engage in creative processes and explore historical and cultural 
aspects of the arts. 
Course Learning Objectives: 
1. To perform, describe, and create music and art in order to enhance one's own 
musical and artistic abilities and deepen one's understandings in music and the 
visual arts. 
2. To build a knowledge base in general music and the visual arts (materials, skills, 
activities, and teaching strategies). 
3. To plan, implement, and assess musical and visual arts experiences that 
complement the development ofK-8 students. 
4. To develop lessons that explore the relationship between the arts and other 
cmTicular areas. 
5. To consider the role and value of the arts in careers, life, and work. 
Class Texts and Resources: 
Stewart, M. , & Walker, S. (2005). Rethinking curriculum in art. Worcester, MA: Davis 
Publications, Inc. 
Hoffer, C. R. (2005). Music for elementary classroom teachers. Long Grove, Illinois: 
Waveland Press, Inc. 
Additional resources and readings will be found in the D2L course shell. 
Participation: 
This course is an important part of your professional preparation as an educator. We 
believe that the work we do in this course will have a positive impact on your teaching, 
and consequently, on students ' learning. We encourage you to consider these guidelines 
for your participation: 
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1. Take active responsibility for your own learning. Use the activities, reading 
assignments, and written assignments as a means to develop your own skills and 
understandings needed for teaching. 
2. Make frequent contributions to class discussions, activities, and projects. Ask 
thoughtful questions and volunteer for demonstrations. 
3. Complete assignments thoroughly, accurately, and punctually. Submit written 
work that shows originality, good scholarship, and skillful production. 
4. Reflect on your personal growth and development as a teacher. Take the 
opportunity to examine your own beliefs about music teaching and learning. 
Attendance: 
Attendance is very important in a sixteen week class that meets twice a week. The 
experiential nature of this class depends upon your participation in class activities; these 
experiences cannot easily be reproduced from class notes. Attendance will be recorded 
each day. Please notify the instructors in advance via email within D2L of unavoidable, 
reasonable absences. You are allowed one (1) unexcused absence for the term. Each 
additional unexcused absence during the term will result in a reduction of your earned 
grade by 10 points. Other attendance or tardiness problems may reduce your earned 
grade and will be looked at on a case-by-case basis. 
Grading: 
You are encouraged to keep track of your point total over the course of the term. You can 
calculate an in progress grade at any time by dividing your earned points by the total 
number of points possible at that time. At the end of the term, your point total will be 
converted to a percentage and you will be assigned a grade using the following scale: 
94-100% A 
90-93% A-
88-89% B+ 
83-87% B 
80-82% B-
78-79% C+ 
73-77% c 
Submit assignments in clear, polished, word-processed form. Unprofessional papers will 
be returned for rewriting. Missing assignments will obviously affect your fmal course 
grade. Overdue assignments will carry a reduction of one letter grade per week. Make-
up assignments for any in-class assessments that require group participation will be 
addressed on a case-by-case basis. 
Essential Understanding Regarding- Indians #2: There is a great diversity among 
individual American Indians as identity is developed, defined, and redefined by many 
entities, organizations, and people. There is a continuum of Indian identity ranging from 
assimilated to traditional and is unique to each individual. There is no generic American 
Indian. 
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Important Links: 
Certification Information 
Advis· 
.. Student Conduct Code 
A Quick Overview of Course Assignments: 
Visual Arts 
25 points 
25 points 
25 points 
25 points 
50 points 
50 points 
Music 
35 points 
30 points 
25 points 
20 points 
25 points 
65 points 
Studios/assessments 
Chapter quizzes 
Journal Article Review 
Read About Art Lesson plan 
Midterm: Writing About Art 
Handmade Book 
Create a Playlist 
Team Presentation, sing-a-long, and write-up 
Reading Quiz 
Created songs and rationale 
Facets Model & Curricular Connections 
Interdisciplinary Lesson Project 
400 total points possible 
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Appendix B: Initial Reflection Prompt 
1. Describe your past and current musical experiences. 
2. Before this class, had you thought about integrating music in your classroom? 
Why or why not? 
3. Describe any musical experiences you had as a student in elementary classrooms. 
4. How confident are you in your ability to incorporate music in your future 
classroom? Why? 
5. List and describe ways that music can be integrated in a regular classroom. 
6. List and describe ways that YOU would integrate music. 
7. Is there anything else that you'd like to add related to your perceptions of music 
integration at this point in the semester? 
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Appendix C: Midterm Reflection Prompt 
1. Do you intend to integrate music in your future classroom? If yes, in what ways? 
If no, why not? 
2. What factors do you expect to affect your decision whether or not to integrate 
music in your classroom? (You may want to comment on the role of your future 
colleagues, future administrators, your own comfort level, your own skill level, 
students ' desires, curricular requirements, availability of resources, etc.) 
3. Do you think there are benefits associated with musically integrated lessons? If 
yes, describe examples of benefits you perceive. 
4. Do you think there are drawbacks associated with musically integrated lessons? 
If yes, describe examples of drawbacks you perceive. 
5. Is there anything else that you'd like to add related to your perceptions of music 
integration at this point in the semester? 
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Appendix D: Observation/Lesson Plan Checklist 
The five descriptions of music integration listed below are the criteria for analyzing the 
level(s) of music integration that are evidenced in observed lessons and written lesson 
plans (Wiggins, 2001): 
1. Teaching-tool connections (one discipline serves the other) 
2. Topic connections (enriching one discipline with another) 
3. Thematic content connections (common themes or units across disciplines) 
4. Conceptual connections (common concepts across disciplines) 
5. Process connections (common processes used in multiple disciplines) 
Record comments as evidenced: 
Integration focus: 
Evidence of music standards: 
Evidence of additional core subject (list subject: ________ _, standards: 
Place a mark in appropriate category as evidenced: 
Music Other Core Subject 
Apply Skill (process) 
Apply Knowledge (concept) 
Create 
Describe 
Analyze 
Underline the levels of connection that apply; circle the most applicable level: 
Teaching tool Topic Thematic Conceptual Process 
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Appendix E: Final Interview Template 
1. Attitude 
• What are your feelings about music integration? 
• Favorable/unfavorable? 1-10 rating scale? 
• Favorable/unfavorable consequences/outcomes for students? For teachers? 
Certain areas of the curriculum more/less likely to integrate music? 
2. Subjective Norm 
• Important others integrating music? 
• Important others encourage or discourage music integration? 
3. Perceived Behavioral Control 
• Rate/describe musical skills 
• Rate/describe your ability to organize/execute music integration lesson 
• What about other subjects? 
• Obstacles to music integration? 
4. Thoughts about EDU 397 
• Thoughts about the structure and organization of course? 
• How did the following activities affect your perceptions of music integration: 
a. active participation 
b. written assignments 
c. reflections 
d. peer teaching 
e. watching peers teach 
f. written feedback 
g. participation in model lessons 
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5. Reasons you might/might not integrate music in the future (intentions) 
6. Feelings about collaboration 
7. Describe your fmal project 
• Was it hard/easy to come up with idea? With music? With connection? 
• Plans to do this lesson? Why or why not? 
• Would you have come up with this lesson at the beginning of the semester? 
Why or why not? 
8. Anything else you want to add? 
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Appendix F: leek Ajzen's Statement ofUse 
leek Ajzen, co-developer of the Theory of Planned Behavior, acknowledges that 
the Theory of Planned Behavior is in the public domain. His statement, which follows, 
may be retrieved at http://people.umass.edu/aizen/faq.html 
"The theory of planned behavior is in the public domain. No permission is needed 
use the theory in research, to construct a TPB questionnaire, or to include an original 
drawing of the model in a thesis, dissertation, presentation, poster, article, or book. 
However, if you would like to reproduce a published drawing of the model, you need to 
get permission from the publisher who holds the copyright. You may use the drawing on 
this website for non-commercial purposes so long as you retain the copyright notice." 
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